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PRFFACE}

This Handbook _centres around the theoretical basis, research ﬁndings, andi

application of the Jests contained in the ACER Early School Series, but its scope

and content exfend further. It presents a more general theoretical framework o
within which early identification procedures can be developed, a set of diagnostic
tests based on theéory, and a means of translating theory-based diagnostic
_ information into behavioural intervention. .

The theoretical chapters of this book and the review of the literature pertaining
to each area of assessment\are expected to be of general interest to professionals
and,stu{lents concerned with earl} childhood development. The intention has been
to present to the reader some_of the available knowledge and research findings
concerning the identification of important componential skills of early school
learning in young children. -

<
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N THE CONTENT AND STRUCTURE OF
- " THISBOOK. .. " -
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] . This Handbook was designed to a0company the 10 tests and - test-specnﬁc

contains ar: overall rationale for the early Tdentification of strengths and possible

devel ental weaknesses in school begmners/]‘he choice of areas for assessment

is ?{grg based. The purpose and rationale for each test are discussed in detail, as

ar& the implications for the scores which might- be obtained. The implications, of

performance, discussed separately for each test, include suggestions for, remediat

. v . _activities and recormendations for other aspects of early intervention. The
~' " information contained in the | Handbook is presented in three parts,

Part I contains the lntroductory chapters, 1 to 3, which discuss the structure of
the mfprmatlon. aresented in the Handbook and the aiths of early |dent|ﬁcat|on and
.intervention; thus providing a framework for the more detailed presentation in
later chap\ers of the purpose and rationale of the type ‘of assessment provided by

|— - -the ACER Early School Series. The e present chapter explains the structure and us2
« - of the Handbook. =~ *- C

o Chapter 2 presents the broad aims of early school assessment, and descnbes the

. nature of the information which teachers, school counsellors, parents, and others

v concerned with the education of young childien can obtaln from tl}e tests. The:

.general purposes of diagnostic assessment and screening are discussed, and
Cronbach’s (1970) ‘behavioural assessment funnel’ is utilized as a model for early
identification and intervention.

Chapter 3 provides general information concermng the nature, purpoSe, and

development of the tests contained in the ACER Early School Series. Questions of
validity and reliability are discussed, and the research samples are described.
. Part II of this Handbook contaii> detailed descriptions of the rationale,
development, and interpretation of the tests which are contained in the ACER
Early School Series. On@ chapter is dejvoted to each test with the exceptlon of the
tests of syntactic structures, the discussions of which are combined in a—smgfe
chapter.

) T3 Vo

Divectionsy for Admlmstratlon contained *in- the AGER’ Early School Series. It

The skills assessed by the tests makmg up the ACER Early School Senes canbe
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tegarded as falhng m}o three broad areas. Two tests relate to each of 1hes¢ areas? ,

i and th,e chaptﬂrs covenng each test are presepted in the following order: *, - .
P 2,
' - <Chapter4 Auduory Dlscnmmauon ~ :
. ;Audltory An?ly sis Skills << Chapter § Recoggluon of Initial / L - .
= T -, . - . , -ConsonantSounds .- % N |
. T <Chapler6' Number.. R
- . - ¢ . o . } ) .
, : .Concepgual Skills - Cha pter'l Figure Formation o ,!
. < [4 . A sya, '.‘, :-« !
) - M . ot e N . . P . " . i
e * Language SKills <€hamer8 SymacucSvrucluresh - .\__J. -
. o . Chapter9 Word Knowledge . * - A
. ". The presentauon of the tests’ in thesé three broad areas is a matter of

- orgamzauon and conveniénce rather. than a-strict indication of the aims and’
contents of the tests. All of, the tests measure multi- dlmenssonal variables and .
multi-determined sknlls and behaviours. .

* To facilitate the use’of this Handbook, the chapters have beerr structured as

L e consnstently as possible. The Ecgmmng of each of the threo broad areas contains a

~  general 'statemelpf concemmg\the. rationale and purpose of their inclusion in the
ACER Early Sciyool Senes Subsequently each testis descnb%d,;@derlhe following

-5 seclfnn keadin within each chapter:
’ . Rationale d . JRY
- Description ) L. ( ) IR T - SN
~Devetopment R e T o
. \’//‘, Administration and Scoring. ) o
: - Rasearch Results . .
Interpretation of Scores’ T N
- ) Implications. P i

The Rafionale statement defines the aims of the test and {justifies the assessment 5 .
of .the particular sets of skills pertaining to the area on the basis of poblished
. psychologlcal and educatignal research and theory. Major research studies are
¢ “cited. The rationale statement thus provides the test user with<an ‘indication of the"
psychological apd educational reasonmg underlymg the test, -and descnbes the
skills the test l?ﬁlended to medsure,
- s The Description section of each chapter reports on the phvswal chamclensllcs of , -~
. the test and includes, where relevam and necessary, a discussion of pargicular ’
. aspects or characteristics of the items,.procedure, scoring, etc. /h
@ The Development of ‘each test is described fully. Validation studies and, where
s appropriate, constraints influencing the development of the lest are discussed. )
The discussion of’ @ dministration and Scoring for each test i$ concerned with -
important aspects of the procedure of test administration. Thls section docs not '
include the general directions for administration nor the vgrbdtu ﬂstrucuens for )
each item, as this informationds provided in the Directions for Admlmstmuon a .
separate booklet which is pr(ﬁed for each one of the 10 tcsts. The information :
contained.in the AdmnmSuauon and Scoring part of each test thapier of this
AR ‘ . . o T L

1
:

£
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Handbook provrdes useful suggestions for the use of the test, and discusses time
reduirements and materials. . ' v,
Research Results are provided in the form of a descriptive summary “of the -
performances on each test of described samples of children. Measures of central
| tenden.y, traditional test statistics, and validity information based on reglication
; studies are provided. These data are presented, firstly.to provide users of the tests
_ with comparative information which might assist them in the interpretation of the
results they may have obtained from their own clients. Secondly the research
- results obtained provide consrdErablg evidence concernrng the validity and the
reliability of the tests as tools of measurement.
’ ~ Further assistance is provided to test users in the Interpretatlon of Scores
. sections. Thrs part of each chapter provrdes Rasch-scaled item difficulties and
; standard errors of measurement, as well as Rasch ability estimates for the raw
' scores for several independent samples. Standard errors of measurement yre given
for each ability estimate. To some extent this section represents an exte sion of
the Research Results section. In addition, it provides a means for the fest user to
interpret obtained results°within the framework of a Rasch latent trait modél of
A measurement. Further details about this model, its assumptions, and 'the fit of the
7 present tests to the model are provided in*Chapter 10.
g The tables provided in the Interpretation of Scores section of each chapter allow
q - the conversion .of raw scores into ability «estimates which provide ratio-scaled
measurement. A more convenient table, however, which provides a means for
converting faw scores from all tests on to a common ability s“cale is provided in
Appendix 1V, Table A.2.
The last section of each thapter is entitled Implrcatrons This section contains
/ . further information which, will both assist in the interpretation of test results and
: lead to intervention and remediation procedures. One of the aims of the tests
contained in the ACER Early School Series is to provide teachers, school
. counsellors, parents, and others concerned with the welfare of the individual child
with diagnostic information concerning the child’s strengths and weaknesses
which will lead to operationally defined:educational procedures. General and quite
specific suggestions are made in this section of each chapter concerning activities
that may facilitate the development of specific skills in which individuals may
require specral practice or other assistance. To supplement the implications .
_sections of Chapters 4 to 9, Appendix Il contains a number of general points and,
specrﬁc suggestions which are applicable to intervention and remediation in all
areas. | o
Past 111 of the Handbook contains Chapter 10 which provides some fheoretical
and technical information concerning the model of measurement underlying the
ACER Early School Series tests. The choice of model on.which te base the
development of a test has to be determined by the type of use which is to be made -
of the test results, and on the nature of the variables or the behaviour which are to
be assessed. Chapter 10 contains a brief presentatron'ﬁf traditional item analysrs
theory and an introduction to the Rasch model of measurement and to the major P

assumptions underlying this model, and reports some results of an examination of
- v {
) = o s V-
' ‘ . ) Jﬁ’ . %
fﬁ’ iﬁ# v
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‘ v 6 . INTRODUCTION
the fit of the Rasch medel assumptions to the tests of the ACER Early School
Series. N ' )

The bibliography provides full information concerning the sources_of the
references used threughout the Handbook. Appendix I consists of a glossary of

major terms used in this Handbook. Short non-technical deQnitions are provided

for concepts which are conhg:ly used in test manuals, and}in the discussion of

educational and psychological‘measurement more generally. Appendix II contains

a table showing point-biserial correlations and .KR 20 reliabilities for all tests.

Appendix III contains a series of general hints for intervention and remediation.

Appendix IV contains the source list of words, which provided the item pool for

the Word Knowledge Test. The validity and usefulness of any word knowledge test

varies with the purpose for which it is used. The decision te include the total list of \

words in this Handbook was made on the recommendation of teachers, who felt

that a comiprehensive list of words — which is representative of the vocabulary to

which five- and six-year-old children in Australia may be exposed at the present -

- time — would provide useful resource material. The rationale for and the
development of the source list is discussed in Chapter 9, where the Word
Knowledge Test is described. ppendix V consists of a table which allows for, the

; conversion of raw scores to Rasch calibrated ability estimates for all tests in the

i ACER Early School Seriesx o - '
o The length of this Handbopk may encourage some readers to be selective in the

’ chapters they read or the order in which they read them. For these readers the -
following suggestions are made: . _

1  All readers should initially,read Chapters 1, 3, afid the test chapters, 4t0 9, to
gain a general perspective of the\aims and limitations of the ACER Early School
Series.

2 Itis essential that potential users of any of the tests in the ACER Early Schiool
Series familiarize themselves with the test(s), i.e. understand the rationale, aims,
implications, etc. as presented in the relevant chapter before administering the
test(s). ]

3 The information contained in Chapter 2 is of general interest, and is
expected to aid the understanding of the purposes of the series considerably.

4 Parts of Chapter 3, Chapter 10 and Appendix ! are of a more technical
nature, and might be skimmed only by some test users. However, every effort was
made to present the information contained in these chapters in as non-technical a
manner as possib¥® It is suggested, therefore, that, with the help of the definitions

_provided in Appendix I, both Chapters 3 and 10 should be meaningful tosmost

|

i

I

readers. ;
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* A NEW APPROACH TO EARLY
.. " IDENTIFICATION AND
- INTERVENTION

.

" Lack of academic. achlevement social disadvantage, and an inability to cope in

t

adult life have frequently beeri related to immaturity or ‘lack of readiness’ at school
entry. Over.the past 30 years many research studles have linked low achievement
on perceptual and other pre-readmg tests with later academic and social problems.

The need for early “idéntification has been acknowledged, especially in the
United ‘States, since the early 1960s, but traditional procedures of early
identification have been aimed at the prediction of failure in school in general or in
relation to various areas of academic requirements. Too often this initially
legitimate concern has led to no more than a categorization and labelling of
‘children early in their school careers, and to self-fulfilling prophecies.

Early identification tests of the traditional type have tended to be 1Q-type tests,
consisting of tasks which correlated highly wnth success in reading. Children who
obtained low marks on such tests were ideAgfied as poor risks, and tended to be
assigned to less demanding, frequently less reading-orientated activities than those
children who had performed well on the tests. Subsequent evaluation of reading
achievement tended to shew that the children who had previously obtained the low
scores on the early identification tests were, in fact, less advanced in reading, thus
validating the early identification procedures (e.g. Bond and Tinker, 1973; Beok,
1974; De Hirsch and Jansky, 1966; Fry, 1965).

One might suggest that, rather than being impressed by the predictive validity of
the above and other tests, one mlght be surprised if not distressed that little
attempt appears to have been made to thwart such prediction. To alert a parent or
teacher to the possibility of a poor risk mlght be justified in situations where a
choice exists which might lead to the avoidance of the risk. In the case of most
school beginners in Australia, there is no such choice.’

Teachers and other educators are geneially less concerned with the prediction of
failure than they are with its avoidance. They will, therefore, be anxious to
dlscover why an individual mlght be a poor risk, and w what mlght be done to help

7 the particular individual to ‘become a better risk.

Teachers have become mcreasmgly aware of the need to adw )t teachmg methods
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s et

and-materials_to.the_developmental levels and_needs of leatners. This ¢ awareness
has led to a search for reliable and valid measures for the assessment of these
needs. °

- Individually administered Piagetiari, tasks, although found to be valid|indicators
of developmental levels in some areas (e.g. Bart, 1971; De Vries, 1974;
Goldschmid, 1967; Goldschiid and Bentler, 1968) require highly experienced
testers and special equipment, and are too tlme-consumlng for practlcal classroom
use. 1 . .

In the absence of generally aecepted procedures, some teachers have
administered predictive tests, and then attemped to interpret the results in
dlagnostlc terms. Others have been nersuaded to try out poorly conceived
assessment procedures (i.e. tes's for which no rationale, validity information, etc.

L

. has been provnded) ~

.

The. cholce of the test by means of which the teacher will conduct an assessment

(ie.a descrlptton of certain characteristics of the child) has to be made by giving )

consideration to both the us€ which is to be made of the test results, and the nature
of the characteristics or the behaviour which are to be assessed. To the reader of
this Handbook, this statement may appear to be a rather obvious one. It seems to
have been less obvious to many developers of early idenfification tests.

New purposes or aims in assessment might require new approaches to the
development of tests. Certainly a distinct aim_to assess a specific set of variables
must be accompanied by a correspondlngly distinct conceptualization of the test
rationale and possibly a specifically appropriate methodology. In other words, new
ways of conceiving the characteristics of learners require altered modes of
measuring them, and may require modifications in the procedures and criter‘ia
used to establish the quahtylof these measuring devices as well. \

If it is the.aim to identify particular strengths and weaknesses of individual
children as well as the.characteristics of the class as a whole so that the most
appropriate teaching procedures can be developed, the teacher requires tests, the
performance on which can be translated directly into “specific learnmg
requirements. Such tests allow for the interpretation of test p&rformance in terms
of specific skills or other modlﬁable behaviours. f

Tests which lead to a descnpilo of performance in oehavnoural terms have
much in common with traditional measurement of achievement in the classroom.
However, while all tests of achievement assess behaviour, not all allow for the
expressnon of tests results in terms of behaviours. The major difference lies in the
teacher’s purposes for using the test, and in the manner in which the test results
are used. The methods of assessment, even some of the’item content, may appear
to be of the same general type; it is the tailoring of assessment {0 the specific
educational problem which mﬁkes the difference. /

’ "
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Phases and Purposes of Assessment

,,IOplace the-purpose-{ fxievelopmentaLzﬁdn,educatnonal assessment — specifically

wie early ldentlﬁcatlop of childre Who may be devetopmentally or otherwise
dlsadvantage —G»/untoasome pesspective, n might be usefu 10 thmk of the
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-.rm__,assessmenLQf.schooLbegmners generally as involving a nunsoer of stages. ®

A variety of models could be conceptualized but, for the purposes of the present
discussion, an arbltrary choice has been made to view the assessment needs of
school. beginners as mvolvmg five phases. Thest phases are not discrete; they are
expected to overlap. In addmon to this, recyclmg to earlier phases is often useful in
later phases when new information comes to TIght As a model, these phases might
be regarded as representative of what Cronbach (1970) called a ‘behavioural
assessment funnel’ because a maximally broad band of assessment narrows r4p|dly
to focus on those specific areas identified during the broad phase, and then
maintains a relatively fiarrow focus through the phases of intervention and
continuous monitoring.

The five phases might be percelved as follows:

Screening and assessment of general developmental variables

In this initial phase a general assessment of the developmental and social
charactenstlcs is made, and possible areas of difficulty are noted. Developmental
variables aré considered and decisions are made as to the nature of additional,
more precise assessment procedures, The methods used in this phase are generally
quite broad, and often of low fidelity (Cronbach, 1970), and might include
teachers’ first lmpressmns, classroom observation, parent interview data, the
ACER Checklists for School Beginnefs, or other checklists, and similar wide-ranging
assessment devices.

Frequently qualitative rather than quantitative data are obtained at this pomt
The assessment literature tends to ignote this and the following phase, or to treat
. them quite briefly. In fact little objective evidence appears to be available on the
processes involved in determining the targets for early intervention (Hawkins,
1975). The literature tends to focus on how to estimate the severity of a problem,
but provides little assistance in determining how the problem is to be selected as
crucial. In many instances, for example, two different infant teachers observing the
same child- would not necessarily select the same problem area for further
|nvest|gat|on and intervention.

kN
Definition of the problem ’
This phése includes two major functions, measurement and hypothesis formation.
It is likely that the teacher or counsellor shifts back and forth between these
functions several times during this phase. Measurement may be aimed at
classifying the problem for administrative records It may be oriented towards
determining what general type of intervention may| be required (e.g. skill training,
change in class, or both), or towards some other general decision making. An
example of measurement in this sense would be the administration of a
standardized achievement test which can be used to compare relative performance
among peers, or even reading group placement for the child, but which does not
lead to the identification of which specific skills the child might need to be taught
next.

I T
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Hypotheses rf}ay be generated as to which behavioural or skill screngths and
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weaknesses might play a key role in the observed major problem and difficulties:

for example, whetper observed difficulties in adapting to school might stem from
learning, motivation, or social problems (or all of these). This phase includes the
assessment‘o/f/the strengths of the child, and of the educational resources available
to him or her. .

Pinpo&ng and design of ingervention t o i

Thé third assessment phase réquires the teacher to select specific béhaviours or
environmental variables as targets for change. A narrow band, high fidelity
(Cronbach, 1970) assessment procedure is appropriate here. This phase may,
therefore, be represented as the narrowest point in the cup of the assessment
funnel. The pinpointing aspéct of tiie assessment need not be formal. In fact, the
best pinpointing often turns out to be informal. ‘

In this phase, assessment must go beyond formal achievement tests vyhich might
provide age and/or grade equivalent norms, to more specific educationally
diagriostic assessment of the particular.component skills involved in, fo\( example,
reading and number work. In the assessment of school ‘beginners or
developmentally and otherwise handicapped _individuals, the tests contained in the
ACER Early School Series are expected to be particularly useful during this phase.

Phase 3 involves the making of tentative plans as to possible early intervention
procedures, and includes the evaluation of their feasibility, the revision of plans,
and possible further assessment of feasibility. ,

At .this stage the teacher predicts-the possible effects of various methods of
intervention and programming. Examples of such prediction would include

.consideration of the child’s motivation for remediation or behaviour change, the
relevance, availability, and relative promise of a number of reinforcers, and the
child’s strengths in particular skill areas which ‘might be employed. Ideally this
phase would not conclude before the teacher has established some sort of baseline
pre-intervention profile. . ) ’ .

The latter constitutes an essential prerequisite for the following two phases, and
for other attempts to evaluate remedial or intervention procedures.

Monitoring of progress -

During this phase the teacher implements the intervention procedures, while
continuing to use the assessment method selected to obtain the baseline data. A

. relatively continuous measurement of the child’s or group’s progress is required
and the procedure must be as economical, in terms of time requirements, as
possible. It is essential that the skills, behaviours, and environmental variables
measured are relevant to the specific objectives of the intervention-procedure, and
that they are sensitive to the invervention effects. They should, consequently, be
criterion referenced and of high fidelity. The precise definition and measurement
of relatively identifiable skills and components of mdre complex skills provide an
excellent means for obtaining data which are sensitive to intervention procedures.
These types of measures are provided by the tests of the ACER Early School
Series. o

°
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— - Because-the-same measures are usually used repeatediy over time in_this

o range of skills, behaviours, or environmental variables, this phase of the
assessment process may be 1epresented by the neck of the behavioural assessment
funnel. A inumber of specific hints concerning 3nterventicn and remediation
procedures are presented in Appendlx | §1 N T L.

RN -

Follow-up : » : '

=

Responsii)le assessment and intervention procedu?fes usually involve some kind of
follow-up after the termination of intervention. This justifies the lehgth of the neck
of the assessment funnel. The measures used will appropnately be somewhat
narrow in focus still, similar to those used during intervention. In fact, the follow-
up measures will usually include those used in the previous phase

The tests contained in the ACER Early School Series provide useful measures
for use during phases 3, 4, and 5 of the above suggested model of assessment and
intervention. .

All 10 tests are based on a criterion referenced model of measurement, and thus
provide teachers with mearingful guidance in the development of individualized
. teaching prodecures, and in determining individual progress. Performance on the

’ tests can be translated directly into specific learning regquirements for each child.

At a time when a strong focus in the delivery, of educational services is on
accountability, the ACER Early School Series tests can facilitate the demonstration
of progran{ effectiveness. : /

. More specifically the beneﬁts of this set of tests include the following:

(a) foreachchild, a record of a proﬁ/le of behaviourally defined and teachabl
skills which have been accomplished at the time of testmg and skills not mastered
at that time;

(b) providing tHe teacher with concrete and operationally defined skills which
need to be taught in each of ten important areas of development;

(c) allowing the teacher to pinpoint the educatighal needs of individual
children in thes areas;

-(d) ameans for assessing and- recordmg progresyfor each child, for groups of
children, and for the class-as a whole;” ;

(e) ameans_of both formative'and summative evaluation;

() the possibility that repeated use of the tests would provide a means of

ongoing evaluation and therefore facilitate the identification of appropriate
individualized learning objectives.
L]
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monitoring phase, and because such measures,tend to cover a relatively narrow.
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Nature and Pur[;:)se S ‘ / o //:;

The tests contained in the ACER Early School Series were designed to provide a.

series of estimates of a ¢ ild’s cognitive development and maturity. * S
Apart from their.application for the identification Q't:fp'émicular strength?/ax?/ ‘ ;
needs of individual school beginners, the tests are exggc,ted to have w'idgf’u}i it)j/, s
— counselling and gdidance tools in the lower gradgs of prir?ary school and Mith ol
—-certain groups 6f handicapped older persons. "Lhe tests prpvidg‘;én appropriate
meaiis-for the assessment of children who cannot read and for remedial stddents,

as reading.45 not required for the ACER Earfy School Series. , AN

Trial t€sting sliowed that most children/x(ere interested in the testé a d appeagéd

to pn:’ﬁ the items. Therefore the'tests gontained in‘the ACER Ear/l_y hool Séries

mayacilitate the éstablishment of rapport with~chilg£{=.n in cligi;él apld smaif group”

sitdations. No specialized training-Or testing experience is requirgd onthe part’of
e’ / .« . 3 P4 o 3
the teacher or counsellor who administers the tests. The

” ? ections_for
administration are explicit and scoring is objective and requirgs lit)€'time. Alltests” —~ -
- -are completely n’time‘d“a’yd are thus power rather than ;p sts. Despite this,

most of the.tésts take noafiore than 15 to 20 minutes. Lopgerfests are designed to
be a(gpi istered in/,sections over -a period -of timeé. Retesting to Jonitor
pment and progress is highly recommended. 44" - -

deve
/V/erbalization on the part of the testee is not requi est! The child is asked to place

_/a cross on one of a number of alternative pictuses which corresponds to the
" stimulus presented by the tester. The fact ¢ au&%gk‘gts do not require verbal
- responses makes it possible to admidister gHent'to,small groups, thus providing a P
resonably economical means of assessment ‘rrp”?gards time. ” o ,
Another advantage of the;lack of/a/ verb: f"response requirement is that this g
makes the tests a suitable means for thg;;jrfsessment of speech impaired children
(e:g. stutterers, children suffering frgm delayed speech, forms of expressive
aphasia, and certain autistic childre “and very withdrawn childrfen.
Although the tests are‘s»ﬂtabl for administration %o'é'mall’grgups/of children,
individual testing wyway give more valid rgsu ts. It is recommended that

° ' . . e é"r
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physically and/or mentally handicapped individuals always be tested in one-to-one
situations. { L
Motor-impaired children can be asked to pojnt to the appropriate response .
picture. In more severe cases of perceptual impairment, the tester can, after
presenting the stithulus, point to each respanse alternative in turn, and elicit a
‘yes’ or ‘no’ (nod, etc.) reaction from the testee. The ACER Early School Series
tests can thus be administered to any individual of reasonable hearing and vision,
who understands the stimulus w‘ords and who can commuhicate a yes/no response
in some form. -

Culture Fairness ° ‘ . X v
School beginners, even more so than older primary school children, have not yet
fully internalized the customs, habits, and ways of the culture which surrounds
them. This makes it meaningless to consider the culture fairness of the test items.

Another more valid reason for the disregard of culture fairness lies in the
intended purpose of the series. As stated previously, the tests contained in the -
ACER Early School Series are infended to provide the teacher or parent with an
indication of the child’s strengtés and weaknesses in a number of important
learning <areas so that intervention can take place before the child becomes
dishdvantaged. . ‘

Activitiesin the classroom of which the child is a part strongly reflect the culture
> of a school in Australi?y;, A valid assessment of ppssible cultural, social,
developmental (including language) disadvantage of an individual can only be
derived from the use of procedures which are culturally relevant to the situation in
which the individual has to functlion. ' :

N— —

~

Major Constraint '

A major constraintimposed on the design of the ACER Early School Series was the
demand that the tests be of the paper and pencil ' ype, and that all tests in the series

could-be-administered-tosmatt groups of children. This led to the exclusion of a
umber of relevant areas of assessment, and restricted the assessment to areas of

réceptive functioning.

Description \
¢ All the tests are criterion-referenced, each 'having its own direct implication for
teaching-the_skills which may be found to ‘be weak or lacking in a particular
individual. . -3 .
The'entire sgt of tests was designed to be administered by teachers, counsellors,
kinderé?nen'teachers, and in some cases parents, since!they are most iikély to
benefit from the diagnostic information in their endeavour to provide experiences
and teaching which are tailored to the specific needs of the individual child.

- Development . .
The in % petus for the selection 0. .st areas and items was reccived from the
educationat\and psychological research literature. Extensive pilot testing of
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) individuals and small groups of school beginn.rs k.«lergerten, hrs -rade, and
! some landicapped children was followed % e trvision of @ number of initial
items and sets of items, and finally resulted " it -w¢elusion of .2 following tests:
- 1 Auditory Discrimination Test :

2 Recognition of Imtial Consonant Sounds Test

" '3 Number Test i |
- 4 Figure Formation Tet

5 Q1"repositions Test

! 6 - Verb Tense Test s -
; . 7 : Pronouns Test . -
1 ) 8 Negation Test , .

9 Comprehension Test

Poy—

ey meme == 10 —Word -Knowledge Test™— —— =

. Research Samples- .
. . The research results presented for each test were based on the performances of a

% number of different samples. The auditory analysis and conceptual skills tests were
administered to a representative sample, an‘i to a number of unselected samples.

. The scores of the latter*were ‘provided by teachers and guidance officers who had
shown a special interest in the project. "

. The representative sample consisted of 50 Victorian schools and included
government, Catholic, and private schools. This sample was draw:. by the suivey
section of the ACER. Four of the 50 schools were unwilling to participate and were
Teplaced by schools from a matched list. The school principals who had consented
to participate in the study>were asked to submit complete class lists for the
preparatory grades of their schools, and were requested to appoint a co-ordinator
‘ who would be tesponsible for the administration f the tests.

l Six children were selected randomly from the class lists submitted by each
school. A notice was prepared and forwarded to each participating school, listing
the names of four children who were to be tested, andtwo supplementary names to

- / be used as°substitutes in case of absences. The tests were administered in all

schools during the first week of August. Forty-nine schools returned the test

. booklets as requested. The total representative sample thus consisted of 196 school
- beginners, all of whom were tested on the Auditory Discrimination Test, the

ccgnition of Initial Consonant Sounds Test, the Niumber Test and the Figtire
rormation Test. . . .
The previously mentioned additional, unselected samples differed in number

- and size for the four tests. Some children in these sampleshad completed several

tests. As most children appeared not to have attempted all four tests, and as the
combinations of tests which had been_administered together varied, the test
performances of these samples were investigated for each test separately. The sizes
of the samples of unselected school beginners were substantial, thus providing a
good opportunity to validate the observations made on the basis of the
- representative samples. For the Auditory Discrimination Test, data of an additional
599 school beginners were investigated. The performance of an additional 600 .

P - -
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children was examined for the Recognition of Initial Consonant Sounds Test. The

scores for an additional 612 and 600 school beginners were analysed for the
Number Test and Figure Formation Test respectively. N >
Because of staffing circumstances at the ACER, it was not possible to administer

the langage skilis tests to the above described representative sample. The sample

for the language tests was drawn from five Victorian schools, representing
extremes in terms of socio-economic status, and to children in a couniry school.

" Two of the schools were situated in the inner suburban area of Melbourne, which

“~has a high incidence of children from 'non-ﬁnglish language backgrounds.

Languages spoken in the families-of the children in the sample included Italian,
Greek, Macedonian, Portuguese, Serbo-Croatian, Turkish, and Vietnamesé. One
of the schools was situated in a high socio-econdmic suburb of Melbourne, one ina
high socio-economic area in a provincial city not far from Melbourne, and one ina
country area. The total sample consisted of 220 school beginners. Testing took
place four months after the beginning of the §Cﬁool year. The performances of

children_from Eaglish—and-nea—&ng{}sh—%angaage—ﬁaekgmunds—were—examined
separately as well as in combination.
Application for Diagnosis and Screening - T
The tests contained in the ACER Early School Series can be used for both purposes
of educational diagnosis and screening. Both the terms ‘diagnosis’ and ‘screening”
are more frequently used in medical settings. This does not detract from their
usefulress in the present context as long as both concepts are suitably defined in
educational ‘terms. ' . ) !
The definition of the term ‘diagnosis’ provided in the Shorter Oxford English
Dictionary is ‘to identify by careful observation’. This general definition is equally
valid for medical, educational, social, and other purposes, in which distinctive
characteristics need to be Tdentified. In its application to medicine, the same
dictionary defines diagnosis as ‘the_ determination of the nature of a diseased
condition’ or the ‘identification of a disease by investigation of its symptoms and
history’. In other words, medical diagnosis is concerned with the etiology and the
classification of symptoms. In medical practice, knowledge of the etiology of the
disorder is usually essential for both treatment and prognosis. : ’
‘Unfortunately ‘many research workers and practitioners.have attempted to
transplant the medical model of the _concept’ of diagnosis into_the field of the
behavioural sciences, particularly into the areas of learning disabilities and
disorders of behaviour, without redefinition. Academic and other school problems
were regarded as if they were diseases for which an =tiology had to be found which
would, ultimately lead to a specific form of treatment. From this orientation:
resultéd the emphasis on the importance of diagnostic measures, and the belief
that specific causes within the individual would be found for specific and more.,

~ generalized learning difficulties; and for psychological problems.

The early workers concerned with the identification of specific leafning
disabilities (e.g. Kirk, Clements, the Orton Society, and others publishing-in the
1950s) tended to regard dyslexia basically like any physical iliness. The only

’
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difference in this view between a candition like dyslexia 4nd a bodily disease was
that the former, aﬂ'ectm° learning ability, manifests jtself by means of functioning
in the school situation, whereas the \latter, affecting physical organs such as the
_heart, lungs, skin, etc., manifests itsélf by means of symptoms relating to those
s ! *parts of the body. \ ~ e
) .A considera’.le and, we are told, increasing number of chlldren fail to benefit
0pt:mally from normal classroom mstruc\lon Among them we find both the gifted
and those with learning problems A traditional reaction to the child with the latter
problem, once the pUSS|b|l|ty of lazmess has been discounted, tends to be to
investigate what is wrong with him or her. \There lg:ay be nothing wrong with the

..child. His or her development and performance may be perfectly appropriate in

] ) relation to the experiences provided and the constraints imposed by the
individual’s environment up'to the po};fot' ssessment.

. Any adult or child may develop learning pro blems depending on the situation or

environment in which he finds himself. On the dther hand, a handicapped person’s

- — —ability-and-performance may improve if the enyironment is structured in such a

way as to meet the individual’s specific needs. \« .

The individual with a visual deficit is provided with glasses, the deaf child with a

. hearing aid, Good provisions tend to be made for a variety of physical handicaps. In

the majo f cases our intervention is based on valid and reliable diagnosis: our

intervention procedures meet the dldgnosed needs of the individual. Is our record

equally good in diagnosis and interventioh in other\educational areas? Teaching,

. remedldl Zteaching in. particular, should be based on the knowledge of individui

T needs and differences which are operationally defined;

‘Whi'e it is possible that the etiolugy bound medical n odel of dldgt‘lOSIS may well
‘Be dpproprldte in the investigation of some learning d|ngg1ers (e.g. in relation to
neurological disease, in certain psychoses like schizophrehia, and in some types of
autism® where research appears to be establishing the impartant role of genetically
determined biochemical factors) it seems equally certain that an educational model
will prove to be more effective in dealing with the large group of problems
subsumed under the heading, ‘learning disabilities’. )

One of the most important and detrimental consequences of the transposition of
the médical model to education and eu.lcatlondl counselling is the attempt to
derive diagnostic labels for the ciassification of individuals. Major objections which
can be brought against this practice include its lack of validity dn%l‘elldblllly and its
disregard of environmental factors. In addition to this, eve " Hdue consideration
were given to the child’s environment and if such labellin, /er%both valid and

reliable, it cannot be expected to serve a useful purpose in relatl n to individuals

. with learning problems, or in relation to the edrly lden!:ﬁce.tlon of school beginners
who might be at risk for such problems. \
As noted previously, a medical diagnosis is vuseful if it provides information
concerning the etiology of the disorder, or if it has implications for treatment or
prognosis. If, however, a diagnosis has no xmpllcatlons for treatment Qr prognosis,
then what is its purpose beyond providing a des| riptive label for the mdlwdual"

From an educational point of view, it seems quite futile to label an\individual,
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since labels have no etiological or treatment :mplications. The prastice is of
R "dubious value even in relation to research. In fact, it might serve to draw attention.
_~""away from more important and useful educational activities.
“I"might be a wasteful but revealing exercise to add uz the number of school
. hours which have been spent in the past 15 years in Australian schools in attempts
to arrive at differential diagnoses in relation to learning.difficulties and other
educational problems. Mischel (1968) and others have documented impressive
_.+findings in relation to this activity in the United States of America. Apart from the
fact that many of the tests used identified only those children who had previously
b been identified by less costly ‘means, in the majority of cases no important
consequences were found to have resulted from the diagnoses. Why then waste
precious’school time to arrive at a diagnosis? .
Diagnostic testing is justified, however, if it is based on an educational model of
diagnosis. The educational model of diagnostic assessment is equally applicable to
. the ideritification of the needs of both the gifted and of those with special academic
difficulties. ‘Educational diagnosis’ can be defined as the attempts made to identify
. immediate and future specific educational needs of the.individual, and as a means
" to provide a badis for the selgction of teaching procedures. °
- The educational model of diagnosis requires a diagnostic test to indicate specific
areas -of strength and/or weakness in the child’s achievement of a given,
operationally defined set of skills and to suggest, as a result of this, appropriate
‘means of intervention. , b .
. ~ Thetests, contained in the ACER Early School Series are diagrastic in the sense
=-... of an educational model of diagnosis. Each test is aimed to assess educatjonally
definable and modifiable skills'in a specific curriculum-related area. ° :
, . As noted previously, the &sts are criterion-referenced. This means that the set
’ of items constituting each tect ‘can be conceived.as a sample from a domain of
tasks covering a well defined . . . competency—{Van-der_Linden, 1980, p.469).
Since Glaser’s (1963) seminal' paper. which . proviced the first distinction
J between norm-referenced and criterion-referenced strategics of measurement,
- many statements defining criterion-referenced testing have appeared in the
- literature (Gray, 1978; Gronlind, 1973; Hambleton, 1981; Popham and Husek,
. 1969 Nitko, 1980). The most widely accepted definition is probably‘reflected in
that used by Hambleton which he basically attribufes to Popham: -
. A criterion-referenced test is Constructed to assess the performance levels of examinees
in4;ell;nion to a set of well-defined objectives *(or competencies). (Hambleton, 1980,
p.
Each of the testsrjn the ACER Early School Series is designed to measure one
major objective. The testee’s performance on each test is reported separately and
. provides an indication of his or her achicvement on each of the objectives.
Criterion cut-off scores or any other scores which differentiate one group of
children from another, or categorize and label children, are not necessary. The
purpose of criterion-referenced tests in educational diagnosis is to focus on the
identification and educational description of individual differences. The
information yielded by diagnostic testing is expected to increase the effectiveness
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of educgtional intervention becaase it reveals the child’s strengths and weaknesses
in relation to relevant academic skills and sub-skills. . ) :

The educational target for all school beginners is full ma tery of all tasks of the
types assessed in the tests of the ACER Early School Series. In the initial stages of ~
schooling for children who may have particular  handicaps, or when a screenjng
instrument is required, the teacher may wish to compare an individual child’s or a
group’s performance wjth that of peers. Tables 1 andﬂz/oi',each of the test chapters
in this. Handbook make it possible for the teachér or counsellor to compare the
performance of individuals on‘each test with the performance of a representative
sample of school beginners ind with the $ores ‘obtained by other groups’of
children. In this way the tests contained im"‘ihe ACER "Early School-Series can be
used to obtain both ipsative and compafative information on the individual. It
should be noted, however, tha:?e)«fgrmance data provided in the Handbook do
not represent norms. Criteriogf‘referenced tests have no norms; instead they
signify skills and behaviours which all children should achieve at some-stage. The'
final norm is thus expecfed te be complete mastery for all chiidren. The research
findings cresented in the Handbook are intended solely to provide test users with
guidelines and encouragement. , ,~ . 2 -

For some purposes of assessment, a combination of the criterion-referenced and
normative approaches>might seem appropriate. Soie test .constructors have
normed criterion-referenced items to provide educators with guidelines as to the
age or_stage at which children typically tend to perform a range of skills. This
approach has been used successfully in a number of developmentdl scales,
including the Bayley Scales, Cattell Infant Scale, Denver Developmental Screening
Test, the Gesell Age Norms, and the Vineland Social Maturity-Scale. These tests
provide behaviourally described developmental ‘milestones’. However, although
some criterion-oriented descriptions are provided, the aim of these types of
instruments ig;basically a norm-referenced one. ltems mdy be criterion linked, but
they tend_to be widely spaced and not necessatily representative of a defined
objective or criterion. The tests are desjgned to compare the performance of one
child with that of peers. These tests may p.ovide information concerning the need
for .educational intervention. They are not designed to provide the specific
knowledge required for the design of individualized t€aching procedures and othier
need-based intervention. - . o
~ The teacher requires tests which provide referénce points concerning the child’s
performance on specific skills, and some information concerning a sgquemial
order of developmental skills, close enough in increasing level of difficulty so as to
be useful in the development of appropriate instruction. e .

The usefulness of criterion-referenced tests for educators would certainly be
enhanced if the items in each area could be’ presented in a sequential order of
difficulty or developmental level which is generalizable across samples The Rasch
calibration of the ACER Early School Series tests constitutes a considerable
movement in this direction, However, the adoption 6f this type of measurement
model should not mislead usérs to assume that all developme .tal and educational
archirchies of skills are invariant, and that particular strengths or weaknesges of the

.
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child and environmental factors such as homie background, pre-séhéol.experience,
quality of teaching, etc. would not affect the ifficulty of specific-items for
individual children. For example, the above deScribed hvhrid model of normed
‘ criterion-Teferenced measurement applied tosthe ‘Word Knowledge Test of the
ACER Early School Series would assume that the difficulty level of individual -«
. words would be much the same for all chilg fen of similar age o grade; and mainly
_ related to maturation. The multicultura ommunity reflected in mot-classrooms
= in Australia shows the lack of practica alidity and utility of such a‘hybtid model of
assessment. P A RN -7

| —In -the-absence-of-generalizablg? analyses of ;sKills"into hierarchically sequenced

. sub-skills, which would provide'a teady-made teaching program, the a‘m of the

> ACER-Early-School-SeriestizS been toattempt to gelect items in each skill area+
such a way thdt they ar:?’g’ly representative of teachable sub-skills. This provides
the teacher with perforrfiance data for each child on a representative sample of sub-
skills in each area; and allews the planning of teaching procedures on a broad front.
lnstead-of-as/sessing level or progress for each child by ar{npting‘to identify the

/<po‘mT 6r:lforde,rline at which the child appears to begin to hjwe difficulties (as would

e. - be possiBIe on the basis of a set of hierarchically sequericed ftexps-(ccording to

difficulty levely, the items are regarded as a sample -tepresentative of the

~7 -"population ef possible items relating to each specific skill, and the child’s™

performance on each set of skill-related items will provide thg teacher. with
information concerning‘the,strenzth of the skill and the types of sub-skills-in rieed

&f further training, In-other words, the child’s performance on each test focuses

the teacher’s attention on specific appropriate sub-skills which particular children .
.need to be taught. ' ' )

4

- -

Reliability D

| . The consistency with which a test measures is refeiied to as its reliability. r

. Reliability is as important for sriterion-referenced tests as it is for conventional norm+
referenced tests, and it can be determined in much the. same way. The notion that
‘classi¢al’ test theory and “traditional’ methods of test analysis are inappropriate for
criterion-referenced tests is based on’a misconception, namely, that scores on a

.criterion-referenced test-show no variability because all who take the testumake perfect
scores answering all the questions correctly. While this is a t_heoretical possibility, it

e e oS REVer actoaTly Tappensr (bRt 19797 pi281) .

_Obviously both criterion-referenced and norm-referenced tests should be reliable,
as should any observations' which are subsequently reported. o
“Indices of equivalence, stability, and internal consiStency tend to be,considered
- in the assessment of the reliability of a.normed test. Equivalent reliability is
established for tests which have parallel forms. Stability refers_to retest reliability, )
and refers to the consistency of measurements yielded by two administrations of
the same test to the same group of tesiees, usually with the‘intervention of a short
period. of time. Reliability in terms of internal consistency refers noc to the
consistency of the test results as a-means of assessment, but to characteristics of .
the items making up the tes}. Internal consistency coefficients show to what degree
., the items making up the.test are consistent among themselves. -
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20 _ INTRODUCTION S

All three reliability indices and combinations of them can be compuied for both
normed and criterion-referenced tests. However, for criterion- refechde tests,
- certain constraints operate and some reliability indices cannb;obetonceptuahzed in
the same way as they are in norm-referenced tests. The reader interested in
.. pursfling, these matters is referred to the research literature (e.g. Ebel, 1979;
— -~~~ ~Pophani; 1979). Sifffice it iere tonote that baih teliabilily and_validify coefficients. .
for tests are calculated on the basis of the scores of particular groups of individuals
who have taken the test. The characteristics of the group affect the values of both
- coefficients. The heterogeneity of the performance in the group is of particular
importance. All other things being equal, the larger the variance in a set of
obfained scores, the greater the possibility of a correlation between those scores
and another set of scores. Reliability coefficients obtained in homogeneous groups
are gxpected to be lower than those obtained for samples of individuals whose
scores on the test are more heterogeneous. Many criterion-referenced measures _
Yyield rather homogeneous performance data, particularly in cases where it is
possible to define the objective of the test in a quite narrow way, and where the
group includes individuals with and without the skill tested. This restriction- -of-
_range problem distorts the meaning of any estimates which are derived by
=~ correlational statistics.
- ‘The nature of the decision alternatives will_ mﬂuence the_type of.reliability

-

~ procedure we employ’ (Popham, 1979, p. 146). The most frequently reported
Ftuer e memares L CHIGRILILY_eStimate is the index ¢ of internal consistency. This reliability coefficient
- — —— —reflects the degree-to'which items wnhn one test are intercorrelated. Although this

. examination of response homogenelty might be regarded as a somewhat redundani

A ., operation in relation to a cntenon’referenced test, the items of which measure a .
-..«..,..-m-,..............mell.deﬁned. teasnna.hbman:ow..objecuxe this type_of reliability is reported. P
RS : The Kuder-Richardson formula 20, usually symbolized as KR 20 (Kuder and . -

__Richardson, 1937).was.used to estimate the internal consistency of each test. This
formula requires that the test be givén once only, and calculates the mean of all

¥ possible split-halves coefficients (Cronbach, 1951) for the tested group of
— individual as follows; . oo . s
p oo arotriamraonie st ey Oratants n 82t — z - R .
: KR20 =7 = (= ]) iy /- : -
- T NI 1T Prart) sl XY T ' FINTA
i ‘méf?wﬂls the reliability coefficient for the wholé test, . .

nis the number or items in the test
. 32is the variance of total scores in the’test
~_and —-Epqiscalculated by sumning the products of the proportion of persons
. who pass (p) and the proportion of persons who do not pass (¢), whichis ~ "*
- comptted for each ifem, “across items.
. As can be sgen in Tablv/A 1, the rellablhty coefficients are moderately high. The
actual value Ef the rel bl‘l(y coetﬁcnentw{s a function- of the intercorrelations
between items and the’ Iength of the test. More specifically, as the average inter-
i item correlation increases and as the number of items increases,)the value of KR

~~~~~ - 20 increases.
The reliability of the individual tests could have been improved by mcludmg

kS
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9 1t|ona| highly correlated items. This was not done because the gain for the
}eacher resulting from the relatively weak impact of increased reliability would
seem negligible as compared with the additional time and resources require fur
the administratj on, scoring and information of longer tests.
Because mgasures of internal consrstency do not refer to the rellablllty of

, Popham-(1979) su ;
For rtenon -referenced testing{ we maght better conceive of internal consistency
estimates as a vehicle for varifying the derivative homogeneity bf a set of test items.
Conceptually internal consrstency approaches gre not particularly helpful when tninking
(f a criterion-referenced test’s consistericy of measurement. (p.155)

g i

ces of egulvalence a;e/not relevant in the present context, as no parallel forms
fthe tests aré available
;strmates arg high as’ ‘shown in the Rasch analyses of the performance data

obtamed{from a number of independent samples of school beginners.

Gtandard Errors,6f Measurement
Tests are not pe;rfectly reliable. On a retest the scores of most chlldren would
probably differ somewhat from their original scores. These changes can result from
z{ variety of,Nanables mainly connected with the testmg situation, and are not
expected to be criterion related. /

The Standard Error of Measurement (SEM) j jsa statistic whic e test

user with an mdrcatron of the amount of ¢ fe which might be expected
na retest. 1 i S without y{tervemng learning period, the mean

0
7
change m score isassumed to be zero, anc}z(he changes which do occur are assumed

to be distributed’according to a bell-shapéd curve around zero: 5-In other words, it is
_assumed. that 4s many children obtaj { an increased as a decreased score in the
“second testipg. The Standard.Ef"‘ éE) represents the standard deviation of the
changes in/score which occur in stich a test-retest study.

Figure/3.1 provides an illustration of the general model for the SE, together with

. its spemﬁc application to the tésts contained in the ACER Early School Serigs.

e SE .provides a number of benefits to the test user. Most importantly, it
pr ides an indication of the limitations of the reliability of the items or test. It
t us reminds -test users to be less rigid in their interpretation of test scores. Not
~only does it show that an obtained test score of 30 might lie somewhere between 29
_ and ”l but it makes possible a more valid interpretation of performance wrthm the

- Same test battery. ‘In fact, the Rasch calibrated item difficulties and ability

estlmates are accompanied by an indication of the SE for each ability estimate.
The conventional use made of the SE is to treat each score X as X1 SE. In
this way each test score is mterpreted as a range or band, rather than as a fixed
_point. Where the ranges of scores overlap, the differences between scores are
disregarded (i.e. not interpreted as differences in abrlrty) For example, for any
item with a SE of 2.5 points, a child’s two scores (or the scores of two children)
havg'to be at least five points.apart before a difference is interpreted.

|

' 13
"y

Validity - e -
It is generally'accepted that test valldlty is not an mherent or fixed attribute of the

]

t present. The stability of both item difficulties and ability h

-
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test itsélf, but rather that the nglidity of a test depends on the use made of it

(American Psychological .‘}"ss ciation, 1974; Cronbach, 1971; Shepard, 12@0)..
enty years ago, Ebe ”po(i);ted to thé fact that the validity of measirement

seeifis not to be a problefh 'it:Z\he physical sciences: - ’

1git reasonable to judge_t‘ﬁe quality of a barometer solely or even mainly by the accuracy

of the weather Torecasté which are made with jts help? (Ebel, 1961, p.644)

The equir‘Fménts of physical measurement are operational definitions of what is to
be measured and accuracy of measurement (i.e. reliability). Validity appears to be
taken for granted. This is not advocated for developmentai and educational
n'.ea.ffureme‘pt at this stage.. It is suggested, however, that the ultimate assessment
of tqe validity of a test muétpe based on whether the results of the individual’s
performancel on the test accomplish the purpose for which the test was intended.
e term “validity’ generally réfers to the extent to which a test measures what it
purports to |measure. Strictly speaking, ‘one validates not a test, but an
interpretation of data arising fro!m aspeciﬁedﬁprocedun;e’ (Cronbach, 1971, p.447).
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| Thns dlstmctlon is of relevance because it is quite p05snble for a test to bé relatively
C valid for the measurement of ong kind of characteristic but entirely invalid for the
- assessment of other characterlstlcs Thus it is not meaningful to discuss the validity
of the measuring instrument its¢|f, but that of the measuring instrument in
relation. to the purpose for which it‘is designed, or for which it is being used.

.. . While-the definition of test validity seems simple, there are several types of
Wd‘lrwtmh-afe of concern to test users. Each of these types of validity takes a
somewhat different approach to the .assessment of the extent to which a test

validity and their meaning, usage, and limitations are discussed in text books
conccrned with educational measurement. -

Here the five most basic types of validity will be described. These are predictive
validity (frequently referred to as criterion-related validity), concurrent validity,
content validity, face validity, and construct validity. . -

- _Nunnally (1978) suggests that predlctlve validity ‘is at issue when the purpose is
to usean instrument to estimate some important form of behaviour that is external
to the measuring instrument ltself, ‘the latter being referred to as the criterion’
p.87. For example, one validates a umvers1ty entrance test by showing the accuracy
with which it predlcts how well a group of students will perform in their academic
studies at university. T -

In operational terms, tl}g,,degree of criterion-related or predictive validity of the
,NM.test -is-estimmated by thé size of the correlation between test performance and

performance on the criterion variable. This correlation coefficient tends to be
referréd to as a validity coefﬁcnent It is obvious that a test will not be a valid
predictor of a criterion unless it correlates substantially with the criterion variable

. and, similarly, the hlgher thls correlation the more valid a predictor is the test

expected to be for thé partlcular criterion. °
The term concurrent validity is used when the criterion mcasure against which
. test scores are validated is obtained at approximately the same time as the test
_scores. The American Psychological Association Standards for Educational and
. Psychological Tests {APA, 1974) differentiates batween predictive and concurrent
validity only on the basis of the time which elapses between the assecsment of the
criterion and the obtaining of test results. -

Major limitations of criterion validation procedures are that in many situations
the relevance and the measuremenc of t the criterion itself may be questionable. In
many situations, too, especially when dealmg with more abstract developmental
concepts, there are no appropriate criteria agamst which a test can be vahdly
evaluated.

" Criterion and predictive validity have their major relevance in relation to
selection tests. The tests contained in the ACER Early School Series are designed
as diagnostic tests. Their purpose is not.to predict future performance, but rather
to describe the individuals’ present developmental status, and to provide the
teacher with a basis for individual’zed educational planning.

. Content validity depends on the extent to which the test reflects a specified

domam of content. A thorough examinatiorr of the llterature provided an
L]

.
¢

measutes what-it isintended to measure. Details concerning the different types of *

>




“
)
»

. e * \

Table 3.1 Multi-skill Mul\i-sginple Matrices for the A'nditory Analysis and Conceptual Skills T_ests

Test

Audit. Num. 1

__Sample:2 ————=Samplé T—’,M
Rec. . Audit. Num.2 Fig. . Rec. Audit. Num.3 Fig.’

Sample 1
Rec. Con.
Audit. 1
Num. 1

" Fig. Forin. 1

Con. 2 Form. Con. 3 Form.

]

' Sample 2
Rec. Con.
Audit. 2

: Num. 2
.— - Fig. Form. 2

 NOLLDNJOYINI

. Sample 3
,:‘ Rec. Con.
Audit. 3
Num. 3

Fig. Form 3

N
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indication of important conceptual pre-reading and language skills. The items
contained in the tests of the ACER Early School Series are jntended to reflect the
content of early skill development. There are no well-defined objective criteria of
content validity. ‘Inevitably content validity rests mainly on appeals to reason
regarding the adequacy with which important content has been sampled and on the
adequacy with which the content has been cast jn the form of test items’
(Nunnally, 1978, p.93).

Because the: ACER Early School Series is designed.to provide a means of
identifying, early in their school career, children who for any number of reasons
might be expected to expenence problems in learning to read or other school
related activities, and ‘because the individual tests are intended to provide
diagnostic information concerning specific areas and starting points for
intervention, content ‘vaiidity is particularly important. Part I of this Handbook
contains a detailed account of the rationale and aims for each test, the selection of
items, and -their scaling. Careful item construction and test development
procedures were employed to ensure that a relevant sample of learning-related
skills were incorporadted in the ACER Early S?:hool Series tests.

Face valzdzty is not a validity in the measurement sense. Anastasi (1976)

scnbed it as follows:.

It refers not to what the test actually measures, but to what it ,appears superficially to

measure. Face validity pertains to whether the test ‘looks valid’ to the examinees who

take it, the administrative personnel who dqcnde on its use, and other technicai

untramed observers. (p.139) .

The manner of presentation of tasks, the type of drawings used, and the story type
framework in which most of the items are couched should maximize the child’s
interest and motivation. The latter factors contribute considerably to the validity of
the test scores obtained by testees; that is, they provide face validity.

Construct validity ‘attempts, at the same time, to verify both the existence of
some hypothetlcal construct, and a given.test’s ability (o measure that construct’
(Popham, 1975, p.153). This differs from content validity, which judges whether a
test measures the variables or behaviours which make up the domain under
_scrutiny. The importance of construct valldlty in relation to a test depends on how

- abstract the functiop or trait 1s, which the test purports to measure. In the cas¢ of ~
most of the tests described in this Handbook, there is an obvious body of content
which describes the characteristics of the domain the test purports to measure. The

tests of syntactic structures probably represent the best examples of this. It is not

.. difficult to establish content validity for these tests. The constructs measured by
the tests of auditory analysis skills and the conceptudl skills tests, though of
broader _content than the language tests, can still be judged in terms of content
validity. Some psychological tests measure constructs for which no obvious body
of content is available, for example, creativity, intelligence, anxiety, etc. Indices of
construct validity become very important for tests of this kind.

Popham’s definition of construct validity, which was quoted above, stresses the
dual function of this type of vafidity. While it may be unnecessary to examine the
existence of a hypothetical construct in criterjon or domain referenced tests, it is
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Tablg’ 3.2 Malti-skill Multi-sample Matricesf for the~Test§ of Syntactic Structures
K . Sample A (Englisnj Sample B (Non-English) Sample C (Mixed)
PV ~Prep? etb. Pron. Nég. * Com. Prep.' Verb, Pron. Neg. Com. Prep. Verdb. Pron. Neg.  Com.
> Test 1 1 1 1 2 2 2 2 2 2 3 3 3 3 3
Sample A . /. o I @ "~ ;
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certainly necessary to judge construct validity in relation to its second function;
that is,-to judge how well the test measures the construct. °
Béfore one can investigate the relati onship between a partncuiar skill or trait and
other skills or behaviours, one must have conﬁdence in one’s measurement of that
skill or trait. \
oThe primary concern of users and potential users of the ACER Early School
Series tests will be with the adequacy of\ the tests as measures of particular skills,
rather than with the adequacy of any- traits which might be determined by the
confirmation of certain theoretically predxf d associations with measures of other
traits and theoretical constructs. Because 'of this it was regarded as unnecessary,
and to some degree inappropsiate, to establish construct validity, as tradmonally

- -

_done in norm-referenced tests, by means of factor loadings.

The high stability of the Rasch calibrated| \item difficulties and ability estimates
across different, completely independent samples provides a considerable amount
of support for the eonstruct validity of the tests. , "

Further, an attempt was made to examine the consistency with which the tests
measure the-skills and constructs they were\desngned to measure by a partial
investigation of the convergent and discriminant validity of the tests (Allen and
Yen, 1979; Campbell and Fiske, 1959; Suihva\\ and Feldman, 1979). Campbell
and Fiske (1959) first advocated this method of test validation as a logical
extension of the concept of construct validity (APA, 1954) and of Cronbach and
Meeht’s (1955) theoretical considerations. The method is used when two or more
traits are measured by two or more methods. ,

| As uqed by Campbell and Fiske (1959) the term ‘convergent validity’ refers to
the notion that, if a test provides a valid measure of a trait, then, even if one
attempts to measure the trait by quite different methods, the methods ought to
produce similar results. In,other words, different means of measure:nent would
converge in the measurement ‘of the same trait. Discriminant validity refers o
‘their notion that, if the measurement is valid, its result: ‘ .

should disctiminate-traits that are distinct. That is, even if we measure different traits by
the same niethod, our results should not correlate too highly because they are different
traits, validly measured . . . Thus the correlation across different traits should not be teo
large or we might begin to suspect that our measures are invalid perhaps due to some
sort of methodological contamination. (Sullivan and Feldman, 1979, p.18-19)
The ‘method of convergent- and discriminant valigation utilizes a matrix of
intercorrelations among measurements représenting at least two traits, each
measured by at least two methods. Measures of the same trait across methods are
expected to correlate higher with each cther than they do with different traits
involving the different methods, and ideally even within the same method.
Campbell and Fiske’s (1959) methodology was used partially in the validation of

‘the present series of tests. Specifically for the present purposes the term
-‘convergent validity’ refers to the extent to wi :h items measuring a particular -

skill yield similar results i in-different samples of children, making the fundamental

i assumptlon that different and independent samples of children in whom the same

skill is measured should’ converge on similar results. Discriminant validity,

. however, refers to the extent to-which the measurements of different skills within
. i et \ ,
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28 . INTRODUCTION

- one sample lead to different results. In other words, discriminant validity implies

that the skills which differ from one another should produce different results (ize.

)owg\rj;:orrelations) even if they were‘measured in.the same person. :
In'the investigation of convergent and discriminant validity of the tests in the
{ ACER Early School Series, therefore, measures of the same skills across different

samples are expected to correlate more highly than they do with measures of *
different, though at times related, skills within the same sample. _ -

The performances of three samples of children were intercorrelated for the non-
language and language tests separately. The results are presented in Tables 3.1and
3.2 respectively. The three samples whose results are presented in Table 3.1 were
independent and_unselected. In. Table 3.2, Sample A consisted of children who -

_ were native speakers of English. All-children in Sample B.came from families _
where English was not spoken in the home, and Sample C was an unselected -~~~
sample containing children from English and non-English language backgrounds.

The correlations presented within the triangles of these tables represent the
relationship between the measurements of different skills within each one of the
three samples. The correlation coefficients above the empty triangles reflect the
similarities of measures of the same skill in different samples, and hence the
convergent validity of the skills measured by the tests.

Inspection of Tables 3.1 and 3.2 shows that all values of the correlation
coefficients in the diagonalsabove the empty triangles are considerably higher than
those presented within the triangles. The correlations representing same skill/
different sample relationships ranged from .64 to .95 for the auditory analysis and

«  conceptual skills tests, and from .87 to .99 in the tests of language skills. These
validities are extremely high. The relatively highe. correlations obtained in the
language tests can be interpreted to show higher validity of these tests than of the
non-language tests. Auditory analysis and conceptual skills are from less easily

- defined.and probably broader domains than the knowledge of syntactic structures. —~ =
assessed in the language tests. ’ i

®
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Area A: Tests of Auditqry
) Analysis Skills \

.
~ .
- ~
e . . _ .

‘ ) P
Purpose i . . . \

An ability to discriminate between speech sounds is a prerequisite not aly for the
production of speech (Kamil and Rudegeair, 1972) but also for reading {Bateman,
1968; Robinson, 1972; Rosner and Simon, 1971; Zigmond, 1969).

--Both the Auditory, Discrimination Test and the Recognition of Initial ‘onsonant
Sounds Testare designed for the assessment of skills of auditory analysis. The term
‘auditory analysis’, as used here, refers to the resolution of spoken words into their
phonemic elements. The importance of this skill is stressed by Rosner (1 73):

Learning to read, regardless of instructional system, requires the transformation of

visual symbols into verbal fanguage, be it audible or covett . . . the child must ldarn to
ociare the vasic ' F{5: (11111 gan ¢ Hh'd%" A

The aim of the Auditory Analysis Testcontained in the ACER Early School Seties is

to assess the child’s ability to identify acoustic elements in'the spoken word. \This

. skill is regarded as an important preliminary step to the process of recognizing\the

acoustic components of the reading and spelling code as heard in spoken language.
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Rationale ~ . ! ,
The term ‘auditory discrimination’ is generally used to describe the abilijy*to
diﬂ'erepti'ate each sound of the language from every other (e.g. Loyry, f‘fvo;
. Sabatino and Miller, 1979). As a child develops skill ih discriminating Qunds, he
__*  __or she must also become:increasingly-proficientin-recognizing-them-ina-vasiety of oo
- phonetic contexts, and eventually gain-the same-meaning from the spoken and
[ written word. The child who has difficulty hearing differences i spéeéh‘s?tfd’Q?MtSb""“‘m‘-
“has difficulty repeating sequences involving those sounds. - o
Some children have difficulty in sound recognition, or the selection of relgvant
oo JTomLiizelevans auditory stimuliand-Such-children-can-be expecled:to gxpericnce, S
_difficulty in listening imr+the-classroom:<Their haviour:isrnftcn.».matkedkby

distractibility, short attention spfan. and a lack'of reshonse. A high correlation has L=
also been found between poor articulation ability and poor discrimination skillstin  _. _____ ..
school beginners (Kamil and Rudegeair, 1972; Kaniil, ]970; Skeel, Calfee, ar\d_ .

Venezky, 1969). - A ' <\

Some authors (e.g. Hillerich, 1974; Kirk, 1966; McLean,_Yoder, and,

- Schiefelbusch, 1972) believe that the development of auditory discrimination, ;< T
2 skills is strongly related to age, and that four- to fiveryear-old children are ableto °__

’ hear differences of one phoneme in words uniess tijeir hearing or other auditory
perceptual mechanisms aré physically impaired. Wepman-Test-users-would teng. to
disagree with this view. ngnﬁn'(l958) found that five- and §i)§-ycar-o{d- children

with fow scores in auditory discrimination: skill developed adequate ability in {he
, subsequent two_years: ‘THey were vius children whose distriminatory abilities

" —developed relatively slowly. However; the same study suggests that older children
s OV - - . . . . € g . .
| . with similarly low scores in this “ability are less likely to show extensive

-, improvement. = . g . ) . . .
* - -In any event, whether the.child’s disability is caused by delayed development, ,
" physica] factors, psychological variables, or all of these, it is advisable for the N
teacher to' biﬁ:::ware of the extent of the problem and, where possible to

provide speci ntion. Suc,. individual differences—even where they are .
P ) developmentglly determined and therefore relatively temporary, coinciding with

-
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e beginning of schooling=can lead to severe and lasting disadvantage for some
individuals (e.g. Hammill and Ldrsen, 1974; Skeel, Calfee, and Venezky, 1969).

¥ —_—

b ]

e - -Difficulty-or inability to perform well on auditory discrimination tasks can be the
result of differences in Tustofhary sound patterns betwéen languages. This may
R frequently be the .case among schoo} beginners in Australia. On the other hand it -

__can be_argued that disabilities, whether in auditory discrimination abilities. or in
- - _ other areas; shoyld be identified even where they may be the result of a physical
deficit. T%¢ teacher is in an excellent position to-alert parents and school health
A — -~—personnel-who-might further investigate the possibility of such a deficit.
° : A test of auditory discrimination skills was included in the ACER Early School
i - Series because of the consistently demonstrated importance of this skill for the
development ol speech, réading, and spelling, and because such a high proportion
e _»‘Qg-.c_hi@‘;;g_ig__wralian,schools come from fon-English-speaking homes.
CT Description e : : '
- . The Auditory Discrimination Test is. a 40-item test. Each items poses an English
speech-sound discrimination task in which the child is required to respond to a
stimulus word by indicating which of two pictures, representing similar sounding
words, represents the stimulus. T .
A The test includes the same types of sound contrasts as the Wepman Test (1958)
'—”‘%Tea—b’ecause.of_a,_diﬂ'c/rent procedure_of testing; avoids the two major problems
which are frequently encountered in the use of the Wepman Test. It has been
“found TRa{the Two major-problems-with-the Wepman Auditory Discrimination
. Tests are that young children, and children whose native language is not English,
. do not always understand the congepls ‘same’ and ‘different’ — auditory memory
"5 a major factor being tested in the Wepman Test (Flower, 1968). — and that it is

-

- —- -impossible to separate auditory discrimination and auditory memory 'prb‘éégégs‘_ ,

. . from the child’sperformance on the test.~ .-
,e The same/different problem was avoided in the ACER test by requiring the child
— - “to mark the appropriate picwure. Thé contamination of the individual’s
performance with auditory memory skills was avoided by providing one stimulus
word instead of two. Coltheart and Curthoys (1968) and others have commented
- on the procedure, used ig a number of screening tests, of having ouly twd response
alternatives. It is accepted that the testee has a 50 per cent chance of producing the
. * correct response by random guessing, although research has shown that the
probability of chance success in a two-picture auditory discrimination task with
_young children is much less than 50 per cent (Fraser, Bellugi, and Brown, 1963).
The provision of multiple altetnatives would certainly increase the memory
requirement of the task. In the ACER Auditofy Discrimination Test, an attempt
* was made to eliminate.the memory variable as far as possible. Other constraints
.impbsed on the design of the test were the need to reduce the time required for
L . testing and the need.to limit financial expenditure. Thecost of the test would have
’ff been consicerably higher had three or four response alternatives been provided.
i Shortening.of tl;'e, test in favour of additional response alternatives was regarded as
. ) {ndesirable because initial pilot data showed varying difficulty levels for different
" soynd combinations. o -

!
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As testing is iikely to be takinE place in very small groups,, it ‘was assumied that

“the tester Would be-able to identify random marking mote readily than would be

" the case if larger groups were tested. Furthérmore it is expected that diagnostic

[P

interpretations of the test performax_;ces will be made only after taking into account
many other sources of inconsistency and disturbance which may have influenced

“the test results. A further discussion of these is presented at the end of this chapter.

| T ‘w' " -

Developr.ont .- P .
Initial item trials were conducted with tpree sets of 30 items in 2 number, of
kindergartens and inner -city, schools. Ttials were conducted with short tests of
varying item - number with‘two, three, and four respouse alternatives. The
increased memory requirement for a four-choice test caused obvious interference
in the performance of some kindergarten and migrant children. A tendency to
.ingpect only. the first two or middle two pictures was noted among these children. |
In the three’choice case, -also, the strategy of comparing only two pictures was |
observed.but less frequently, - ® 7

Different testing procedures were tried out in one-to-one testing situations. For

- the-majority of children, no difference was found between a two stimulys words

same/different procedure and the ‘procedure finally adopted in the present test.
This procedure-was preferred because the same/different procedure conplicdtes
response requirements somewhat when used as a paper and pencil “test, and
because of possible difficulties with the same/different concept (Flower, 1968)
especially for very young and migrant children. Other reasons for the choice of the
mode of administration adopted in the test were presented in the previous section.

’

3 - —

Administration and Scoring .

The time required for administration of all 40 items depends on the maturity and .
possible handicaps of the testee, and the size of the group of individuals to whom
the test is being administered. During trial testing, the initial instructions and the

_administrations of the three practice items took two to five minutes. Individual

items tended to require less than 30 seconds each. ) .
The tests-included in the ACER Early School Series are designed to be p wer
tests, not speed tests. Op the basis of the experience gained from trial testing it is
suggested that the periormance of very slow responders is unlikely to be irnproved !
if more than 30 seconds are allowed for each item. )
- The Auditory Discrimination Test can be administered in parts over a npfnber of

" sessions. In this case, the three practice items are administered at the begjnning of

_each testing session, and they are followed by the item'subsequent to the last item
administered during® the previous session. This procedure is recdnimended

" partitularly for very young and handicapped children. Materials requirq’d consist.of

. the Diréctions for Administration which contain general and detailed ingtructions for

the administration of the Auditory. Discrimination Test, a test booklet, cardboard

marker, crayon or pencil for each child, and a spare test booklet which the tester

usss for demonstration purposes. The instructions are in simple English and are
~ /

_printed out in full for each item.- - - /

4 “ - N = . K ‘:
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Table 4.1 Auditory Discrimination Test: Performance of 194 School Beginners )

[} . 5 &

_ Obtained scores

o

- " - Home language

Total . =

sample » Non-English English
Mode A 40 (54%) .40 (39%) 40 (57%)
Median e 40 -
Mean . : . 386 . 30 0 w0 )
SD o T - 3.7 4.0 .35

. SE . 03 0.6 ST 03
Average item facility -96.3% 92.5% { 97.4%
sb > o 3.0% . 8.0% O 22%
KR20 - , ' 0.92 087 . 094
N o - 194 38 156
.

Scoring Toe °

A score key is provided. One point is given for each correct item. Possible points
for each item are zero (0) or one (1). The raw score for the-test is provided by the
sum of correctly completed items. Possible total scores for the test range from zero
(0) to forty (40). Tables 4.4 and A.2 allow the conversion of raw score: to Rasch .
scaled developmental ability scores. - ; )
Research Results . : )

This section contains descriptions of the performances of different samples of
children on the Auditory Discrimination Test. These research results are presented
here to-assist users of the test in their interpretatién of test results by providing
them with comparative data. : l

Table 4.1 presents a summary of the performances of 194 children from the
representative sample of 197 school beginners, described in Chapter 3, who were
tested approximately six weeks after the beginning of the school year.

As shown in Table 4.1, among the total sample, 54 per cent of children
completed all items correctly, i.e. obtained a total score of 40 on the test. This
performance level is lower than might have been expected in a perceptual ability
which is generally expected to have_deveIOpéd adéauately at the stage when the
child begins formal schooling. Only 39, per cent of the children from non-English
language backgrounds completed all items correctly. This information is presented
here, not to underline differences between groups of children, but rather to focus
on the fact that a large proportion of children have not reached a level of auditory
discrimination ability, which many teachers and parents tend to take for granted.
Criterion cut-off scores are naturally inappropriate in a diagnostic test of this type.

To validate further the findings obtained ffom the rgpresentative sample, the
results of another 599 school beginners. were provided by 13 teachers and school
counsellors who tested unselected samples ffom city and rural schools of varying

-

°

sizes. For analysis, these data were dividéd into two sets according to the expected _ -

prolportion”of non-English language background children in the sample schools.

.
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As expected the Auditory Discrimination Test results of the two samples drﬂ'ered
to the extent that in th¢ sample including fewer children from non- Englrsh
language backgrounds, which consisted of 249 school beglnners, 57 per cent of
cliilgren obtained full score on the test, while in the other samplé, which consisted
of 359 school begrnners, only 27 per cent completed the test without errors.
Testing of both samples took place m the same week, erght weeks after the
begifting of the school year: ‘

Table 4.2 shows the difficalty found by chrldren in the drﬂerent samples for each
item of the Audrtory Qrscnmmanon Tes!. The facrlrty of each item is expressed in
terms of the percent“ge of clqldren i she’ sample who completed the item

chorrectly The orderrn‘gof items in the’ﬁnal ‘version of the test was determined by

-the performance of the total representative sample~The item difficulties for the

validity samples are presented in the last two columns of Table 4.2. The headings A

. and B refer to the samples with:a high and low proportron of non- Englrsh lafiguage
’background chrldren respcctrvely Lot

Table 4.2 shows that for most items only a small percentage of children

RO experrenced drt’ﬁculty Thrs percentage was considerably hrgher among chrldren _
. -. from non-English backgrounds than among the native speakers of English. An
apprecrable difference in the within-group variability of djfficulties is reflected in

_the _observable dlﬂ'erence in standard deviations. The native speakers of English
tended to do better on the test; and the variation between individuals within this
.group was considerably smaller than among non- -English language background
children. It is interesting to note that, although the latter tended to perform less
well on the test as a Wwhole than their English language background peers, the

-former performed better on some rndrvrdual items. This emphasizes the .

iimportance of a focus on individual drﬁ'erences and the dragnosrs of strengths and
_weaknesses of rndrvrduals, rather than a drﬂ'erentratronsof one group of children
from another ora categorrzatron and labellrng of children.

lnterpretation of Scores = : :
Table 4.3 shows the estimates of Rasch item drfﬁcultres (Di) and standard errors,
(SEp;) for the difficulty estimate for each item in the representative and the
. validation samples. No _significant difference was found in the Rasch item
difficulties between the three samples (E=.001, df2, 117, p >0.05).
Table 4.4 shows Rasch-scaled ability estimates (Ai) and standard errors (SEa;)

‘ _.for each estrmate for the three samples. Inspection of Table 4.4 indicates that the

Rasch ability . estimates .obtained from raw scorés in the three separate and
lndependent samples- show. very close agreement This shows the stability of the

i Auditory Discrimination. Test as.a measurement tool. The Rasch-scaled ability

estrmates are quite rndependent of the sample of children from which they were
obtained. In other words the Rasch abrlrty obtamed by a,child will be the same no

matter. in- whrch griup of chrld;en the <hild is tested. . s

The correlations between the rtem drfﬁcultres obtamed for the three completely
independent groups were: positive and reasonably hlgh This suggests that, while
the ease with. which different groups solved the "tasks varied because of

' devclopmental or other drﬂ'erences betweedthese groups the performancesof the

/" AUDITORY DISCRIMINATION TEST . 35-
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.Table 4.2 Auditory Discriniination Test: Item Difficuities Expressed as Percentage
Correct ‘ . ~°
: _ - Representative sample Validation sample
Item .’ ' — Total Non-English - A B
1 bee - 99 100 > 97 -98
2 soap, 99 100 96~ 98
3 bed . % 99 100 98 99 t
4 bat .99 100 97 97
§sauce : 99 97 96 98
6 puzzle 99 100 96 96
T tree . 99 100 99 99
8 ship 99 100 ) 97 99.
9 feather * 99 . 97 93 98
10 seesaw 99 ~ 100 95 . 98
11 fish 9% 97 96 100
12 _bell 98 100 98 100
- 13 clock 98 100 93 - 97
14 money N\, - o8 97 . 98 - 98
15 rock 98 95 97 98 -
16 plane 98 95 . 98 100
17 grass . s 98 97 98 98
i 18 cotton . ) 98 97 94.)\ 94
19 “ tooth 98 92 93 . 96
20 play N 98 .97 96 96
21 pig . 97 - 100 98 99
22 sweep 97 92 - 96 97
23 sheep 97 97 95 ' 56
24 toe 97 95 97 98
25 pen ’ : 96 92 - 81 88
" 26 Wash g 96 89 95 94
~27 roof R 96 89 97 \ 97
. 28 pet - 95 - 84 . 86 93
29 fruit 95 92 . 94 - 93
- 30 stool : ) 95 84 \9_.‘_3 . 94
31 pin ' 95 89 94 93
32" path 94 84 84 39
33 town ' 94 87 87\\ 92
34 pearl 93 87 R 90 \ 93
35 mouth ~ 93 76 . 90 \ 95
. 36 peel - 93 . =92 88 \ 93
" 37 ‘knot _ 92 82 82 91
38 board 90 C 74 88 \ 94
39 ‘ap ' 89 ‘ 79 66 A 1
40 fountain 87 ) . 86 92
X . 9.3 92.5 92.8 95.8
SD - , 3.0 8.0 6.4 32

N ; o4 0 38 . 350 249




AUDITORY DlSCRlMlNATlON TEST

Table 4.3 Audigory Discrimination Test: Rasch-scaled Items, Difficulty Estimates
(D1); and Standard Errors (SEp;) for Three Independent Samples

'-\
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Validation samples

Representative sample

A
} [ +Item Di *SE(j) Di - SEmp Di SEmp
_/ 1 616 13 56.7 09 56.4 1.5
2 60.7 1.4 -\ 643 0.7 60.2 1.2
. 3 60.0 1.4 55.6 1.0 54.8 1.6
N 4 '57.9 1.6 58.6 0.9 58.1 1.3
3 5 57.0 1.7 54.1 1.1 557 1.5
6 '57.0 1.7 54.1 1.1 3.8 1.7
7 57.0 1.7 55.6 1.0 -55.7 1.5
8 56.4 1.7 579 0.9 59.1 1.3
.9 55.2 1.9 55.9 1.0 56.1 1.5
10 55.2 1.9 56.9 0.9 55.7 1.5
11 55.2 1.9 50.2 1.4 55.7 1.5
12 55.2 1.9 51.5 1.3 54.8 1.6
13- - 52.8 2.3 50.3 1.4 48.4 2.6
14 52.8 23 59.1 0.8 . 59.6 1.3
15 52.8 23 49.2° 15 55.2 1.6
16 46.8 -~ 1.8 50.4 2.2
RY/a -46.2 1.9 52.9 29
18 43.1 24 43.0 4.1
19 \ 47.3 1.8 50.4 2.2
20 49.9 1.5 52.0 2.0
21 51.5 1:3 51.2 2.1
- 22 47.8 1.7 52.0 2.0
23 : 41.8 17 39.0 5.7
24 46 6 39 - .44.0 2.3 39.0 5.7
25 46.6 39 51.5 1.3 504 2.2
26 ', 46.6 39 43.1 2.5 454 33
27 ° 466 3.9 45.6 2.0 43.0 4.1
28 : 46.6 39 44.1 2.3 39.0 5.7
29 46.6 39 448 2.1 48.4 2.6
e, 30 46.6 39 50.6 1.4 54.3 1.7
- 31 42.8 - 54 46.2 1.9 49.5 z.
32 42.8 /54 473 - 1.8 45.4 . 3.3
33 . 428 5.4 48.3 - 1.6 52.6 1.9 -
34 ’ 42.8 54 389 35 43.0 4.1
I - 42.8 5.4 45.6 20 43.0 41 -
36 42.8 ~ 54 51.5 1.3 48.4 2.6 ,
- 37 42.8 54 49.2 1.5 47.1 . 29
38 42.8 ., 54 46.2 1.9 454 3.3
39 428 " 54 48.7 1.6 . 43.0 4:1
40 -42.8 5.4 44.0 2.3 © 390 5.7
"X 50.0 50.0 ) 50.1
. SD 5.8, 5.3 \ 6.1
Na 89 89 \ 254 254 106 106
a The differencesin N between Tables 4. 1 and 4.2, and Tables 4.3 and 4.4 are due t¢ 1he
- fact that Rasch analyses exclude individuals who have obtained full scores or zero .
- scores on the test. .
B x; . ’i4 -
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. Table 4.4 Auditory Discrimination Test: Rasch Ability Estimates (Al) and Stzndard
/ Errovs (SE))) for Three Independent Samples .
Representative sample Validation u%plm -
) A . B ’
Raw .
score - Al SE(M) Ai SE(A,) Al SE(A,)
"1 29.1 5.8 T 297 5.6 28.7 59
2 33.2 4.1 3.7 4.0 329 - - 42
3 . 35.6 34 36.1. 33 35.4 3.5 \
4 374 3.0 378 29 312 3.1 7
5. 1389 27, 39.2 2.7 38.7 2.8
6 40.1 2.5 40.4 2.5 39.9 2.6
7 41.1 2.4 414 23 41.0 24
8 42.1 23 42.3 22" 419 23
9 429 2.2 43.1 2.1 428 22 ¢
10 43.7 . 2.1 439 - 20 " 43.6 2.1
11 44.5 20 44.6 20 444 - 21
12 45.2 2.0 453 - 1.9 45.1 2.0
13 458 1.9 45.9- 1.9 543 2.0
14 46.5 19 46.6 1.8 46.4 1.9
15 47.1 1.9 47.2 1.8 47.0 1.9
16 417 1.8 47.8 1.8 41.6 1.9
17 ' 48.3 .18. 48.2 1.8 48.2 1.9
18 489 1.8 489 18 48.8 1.9 -
19 494 1.8 49.4 1.8 494 1.8 *
20 _ 500 1.8 50.0 . %.8 50.0 1.8
21 506 18 50.6 8 - 50.6 1.8
22 5L 1.8 , Sl 1.8 51.2 1.9
23 51.7 1.8 51.7 1.8 - 518 1.9
24 523 1.8 522 1.8 524 1.9
25 529 19 52.8 1.8 53.0 1.9
26 . 53.5 1.9 53.4 18- 53.6 1.9
27 . ' 542 1.9 54.1 . 1.9 543 2.0
28 ’ 54.8 20 5417 19 ° 54.9 2.0
29 55.5 20 554 2.0 55.7 2.1
30 56.3 2.1 . 56.1 2.0 56.4 2.1 ’
k) 57.1 2.2 56.9 2.1 517.2 2.2
32 - 57.9 23 . 5117 2.2 58.1 23
33 58.9 24 58.6 2.3, .59.0 24
34 59.9 25 59.6 25 - 601 . 26
35° 61.1 2.7 60.8 2.7 61.3 2.8
-36 - 62.6 3.0 62.2 29 62.8 . 31 .
37 64.4 34 63.9 3.3 64.6 35 3y e
38 66.8 4.1 . 663 . 40 67.1 4.2 ..
39 . 709 5.8 70.3- 5.6 73 - 59 .
N 89 -89 254 106 106 >

254
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representative sample and validation sample A showed reasonable similarity in the
rank order of item difficulties. Individuals in validation sample B appeared to differ
more from the other two gfoups. ' -
The ordering of the ability estimates obtained in the three samples was very
similar and shows the stability of the measurementas it relates tothe locations of
*® particular indiv_i&uals on the ability-assessment provided by the test. The ability
estimate provided by the Auditory Discrimination Test is thus shown to be
unaffected by the performance of the group within which the individual is tested.
Table 4.5 shows the correlations between Rasch item difficulties on the left side, -
and the correlations between the ability estimates for the groups on the right side.

Y -~

' &hnplications L R o .
Although the ability to discriminaté between sounds, like any other perceptual
ability, is considered to be developmental in nature und, although some younger of

. more slowly developing children have been observed to make rapid improvement
in these skills when they grew older, it cannot be denied that the very fact that
some children begin-school at a stage when their-ability ‘o discriminate sounds is

belov the level of that of their peers and/or below a level of-adequacy indicates a =
need for intervention and remediation. .
Compensatory training is particularly important in the case of handicapped
children. For individuals who, in a number of retest situations, show little or no
improvement in auditory discrimination ability, full consideration needs to be
given to this problem in the design of ldnguage and reading programs. For
example, Johnson and Myklebust (1967) showed that many aphasic children have
severe auditory discrimination difficulties along with delayed language
- development. For these children and children with physiologically based hearing
deficits, compensatory teaching strategies in language and initial reading
instruction should certainly make greater use of visual and kinesthetic cues. The
literature, particularly, in the ERIC system, contains many references which will be
found useful by teachers both in regular and special classrooms, and by parents and
others who are engaged in helping children overcome delayed development or to

compensate for deficits in this atea. ~ ‘

Suggestions of specific activities, which may be found useful in the training of
auditory analysis skills more generally, are provided at the end of Chapter 3, as
they cover the skills assessed by both the Auditory Discrimination Test and the -
Recognition of Initial Consonant Sounds Test. )

It is important to consider certain limitations of the test. Tests of auditory
discrimination provide a useful procedure to detérmine.whether an individual can
distinguish sound similarities between syllables or words, but they do not identify
"individuals whose primary disability relates to sound perception within words.

\ Since many different kinds of auditory interferences and disturbances (e.g. lack of
vocabulary, phonetic incompetence, foreign accents, inconsistencies in the tester’s
presentation of stimulus words, environmental poise, etc.) may be influencing the
child’s test performance, it is necessary to explore the individual testee’s auditory

-
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Table 4.5 Awditery Dluﬂmh\mlon fest’ Correlations beﬁeen Item Dlﬂlcnltles and
between Ability Estl‘mates for Three Independent Sampleg of Schoot

Beginners . 3 ‘
=\ Item difficulty (D) ' Ablllty*esnmate (A1)
Sample - Validit)i A- 7 Validity'B-  Validity A Validity B
Representative . qn A4l 99~ 91
Validity A . ) ) 51 . |

-

ability in many bordering areas. Thes€-areas.include;

hearting similarities and differences in words
distinguishing similar parts of words
blending sounds ifto words
following auditory sequences
'malysns and synthesis of syllables and individual sound sequences

‘ !
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RECOGNITION OF INITIAL -
- ICONSONANT SOUNDS TEST
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o Rationale .
" .° °  Thegenera! points made in the purpose statement introducing the tests of auditory

- analysis skills section of the Handbook and in the rationale for the Auditery
= Discrimination Test cover the Recognition of Initial Consonant Sounds Test. These
. - poinits will not be repeated here. The reader intending to use the Recogniwon of
Initial Conscnant Sounds Test is advised to consult the relevant sections earlier in
this Handbook. - v i o .

The content of thie following paragraphs will be concerned with thost. aspects of
the ' assessment of auditory analysis skills which are specific to the ability to
S recognize initial consonants, : ) )

. Letters in the initial and final positions of words have a special role in reading. They

begin ot end not only their word but also a 7(slhonemcz, a syllable, or morpheme, and
usually a spelling pattera. (Ruben, 1978, p.171)

Research has shown that children just learning to read use initial letters as cues in
. word recognition more often than they use eithet medial letters or word shape

- . (Mar;:hbanks and Levin, 1965; Rubin, 1978; Williams, Blumberg, and Williams,

. T 1970 . - A . -t A i

, . Although adults utilize initial letters less often ‘than children (Williams, .
« -.  Blumberg, and Williams, 1970) it has.been shown that they are more likely to

- perceive initial letters more accurately than lettefs in any other position in

o1 tachistoscopic presentations (Bruner and O’Dowd, 1958; Haslerud and Clark,

1957). initial letters play an irfiporiant role in facilitating the recall of words in the
absence of visual presentation: On occasjons whel} a person finds himself in the
state of having a word ‘on the tip of the tongue’, he or she is most likely to
remember initial sounds or letters (Brown and McNeill, 1966; Rubin 1975, 1978).
Vowels have been found to be used more frequently in word recognitipn than
consonants (Groff, 1978) and are generally regarded as learnt more easily. For this
reason’ the present test is based on the recognition of initial consonants and does
not include words starting with vowel sounds. "

The Auditory Discrimination Test and the Word Knowledge Test focus on whole
N words. The ability to segment words is increasingly being regarded as an important

-y
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prerequisite skill for reading and spelling (Durkin, 1966; Ehri, 1979; Elkonin,
. 1971, 1973; Fox and Routh, 1976; Liberman and Shankweiler, 1977). )

The processes underlying the recognition of initial consonants include the
analysis and synthesis of words. Practice in this type of task can be expected to
increase the child’s sensitivity to the structure of words (Goldstein, 1976; Otto and
Chester, 1976). Goldstein’s proposition was that a phohemic sensitivity might

_ operate both as a cause and 3 consequence of linguistic capability and learning to
read; that is, that the pos&ession of these skills helps in the learning of reading but
» that learning to read also improves these skills. . .
Goldstein’s (1966) findings and those of Fox and Routh (1976) and Liberman
- and Shankweiler (1977) suggest that increased sensitivity to word and letter
~ sounds may well be operating as a facilitator in the acquisition of language and
reading skilfs. B . . :

The skills of phonemic analysis and synthesis taught and assessed by the
Recognition of Initial Consonant Sounds Test were found to correlate with learning to
read (Calfee, Lindamood, and Lindamood, 1973; Chall, Roswel, and Blumenthal,
1963; Rosner, 1973). 7

As was suggested previously, the auditory analysis skills assesSed in both the
Auditory Discrimination Test and in the Recognition &f Initial Consomant Sounds Test
have been regarded as a prerequisite for and a component of the processes of
reading and spelling. Both these activities demand that the .individual is able to

rc?:ognize and to relate the phonemic elements of the spoken word to the printed
~ - !

or written code. .,

Focusing or initial consonants is expected t6 acquaint the child with a further
basic concepi, namely that the photiemic elements in a word have a 3pecific *
_t,emporal organization.-In other words, the individual learns that the blended
dounds of » spoken word occur in a precise sequence. {¢ '

In this-connection, it is in:portant to recognize that an individual does not need
|to know the names of letters'in order to learn to read. Rather he or she should have

_established certain frequently occurring sound associations for letters. The latter
skill and the ability to name letters are quite different. (An extensive discussion of
evidence on this point is provided by Hillerich, 1966.) “ests of'knowledge of letter
names are a type of test whicH correlates well with reading scccass, but this type of
test has o diagnostic vajue. ) ’ _ -

w A further purpose of the Recognition of Inttial Consonant Sounas Test materializes
« from the methodology of test administration. Each consonant sound is taught as

) part of the itere by which it is tested. This procedure was designad not only to

utilize testing time for instructional purposes but, more importantly, to provide
the teacher with an indication of the child’s bility to learn.

Description ;

The Recognition of Initial Consonant Sounds Test is a 17-item pictorial test. Each
item consists of two parts. During the initial part of the item, the tester teaches the
relevant initial consonant sound utilizing four pictorial representations of words
beginning with that sound or sound combination. The second part of edch item

.
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requires the testee to respond.to four stimulus words of which two begm with the~
previously taught consonant sound. The testee’s response consists. of placing a->
cross (X) on the correct pictures.

The pictures consist of simple, easily recogmzable smgle object drawings. Each .
page. of the disposable test booklet contains three items. '

" Development [ .

Theinitial item pool of 20 items was tried out first in one-to-one testing situations,

and later with groups of between three and eight children in two kindergartens and

in preparatory grades in three schools. A-number of teachers assisted in these
trials. Three out of the 20 items were consistently found to be much more difficult
thazs the ‘other items in the tost. They w@e items relating to consonant sound
co‘mbmatrons which were, as a result of advice from teachers and panel members,
subsequently deizsted from the test. This left the Recogniuon of Initial Consonant
Sounds Test as a-17-item test.
~ Research data on-the test were gathered from a total of 797 school beginners.

The representative sample, described in Chapter 3, consisted of 197 children.
Ferformance data from four additional .unselected samples were provided by
teachers and school counsellors. Two of these samples consisted of 150 children_
each. The other,two groups consisted of 200 and 100 children “each. The areas in
which the schools constituting these samples were situated differed in socio-~
economic status and in the prpportlon of pupils from a non-English Ianguage -
ckground .Testing of these samples did not necessanl) coincide.

Ad}rlnistmion and Scoring .- e ’ ' .
. As noted in the description of this test, the administration of each item is preceded
.bya prélrmmary exercise which is intended to teach the consonaqt sound which is

- % to be test b
, Thetim requrred for each item depends on the maturity and possible handicaps

of the testeg. The amount of school experience and the size of the group of
mdrvrduals t whom the test is_ bemg administered at one time will influence the “
. tlme requrred thrs test more tl;an any of the other tests contained in the ACER > -
_Early School Senes :
Unless used as a e-test, for example at the end of the preparatory school year of

at the beginning of(Year 1, it is suggested that this test be administered in several

parts over a number O sessions. When this procedure is followed, the preliminary

exercise is administered at the beginning of each testing session. This is then
followed by the item S:Bs{quent to the last item completed during the prevrous
session.

During trial testing the average time requrred for the first administration of fouf
items including the practice item to groups of three to five children, ®arly in the
preparatory year, was approximately 15 minutes. If the test is administered in the
second-half of the school year or\on subse uent administrations, this time can be
expected to be reduced to approximately 10 minutes. When testing in one-to-one

siteations, even the first admlmstrau n of the test should take less than 10 minutes
for four items! : \

N, - - -
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Table'S.1 Recogaition of Initial Consonant Seunds Test: Performance of 197 School

Beginners « . ; .
' . < Obtained scores . «
S0/ U - ’ Home language , = . v
Total .
S sample Non-English ~Eaglish
~ Mode | : - 17(28%) 15 (13%) 17 (33%) + ~
~ Meédian - — o TR P [ S (| R N sy 16— - -
o Mean - 12.6 93: » ° 13.4 ‘.
— sDb - . s 5.3 s3 49 3
—SE————— : 04 09 . 04 -
Average item facility . 74.3% 54.5% 79.0% °
, SD . . 7.1% ' \l.S% _ 6.4% )
ot ., - KR20 - 1094 '0.91 0.94
. N 197 . N i 155
S : " The tests contained inthe ACER Early School Series are power tests, riot speed ’

tests. Because of the instructional content of the Recognition of Initial Consonant
- Sounds Test, speed should,in fact, be largely disregarded. - ) !

. {
» Materials required consist of.the Directions for Administration, a test booklet, "\
. cagdboard marker, crayon or pencii for each child, and a spare test booklet which
N _the tester can use for demonstration purposes. The Directions for Administration !

" ;
i
PLRt W, O WLINEYL

contain full instructions for each item.

: . ) . ,
\  Scoring' i ~ -, T ,‘

. A score key is provided. A score of one point is given for each correctly completed

item. Passible points for each item are zero (0) or one (1). This means that for an

item to be completed correctly, both response pictures pertaining to the consonant

teste_d must be marked correctly. The procedure of requiring two responses for

each item is designed to increase the reliability of the test. No partial scores are

. ~ awarded, but the teacher will find the observation of partially correct items of 'sony

R " diagnostic value. st T : . i

- The raw.score-for the fotal test is provided by the sum of correcily completed

~ " items. Possible total scores for the test range from zero (0) to seventeen (17).

s .~ Table 5.4 allows for the conversion of raw scores to Rasch-scaled developmental
.4 e+ ability scores, ) . P

N o . J‘

© "F 7, >> ResearchResults e Jo
T ~ - This section provides a summary of the results obtained on the Recognition of
. Initial Consonant Sounds Test by the representative sample described in"Chapter 3,
and by four validation groups, descgit;ed in the section on the development ofthe -
test. S S . - - \ .
- "L Table 5.1 describes the performance of the representative sample of 197§K school o
beginners. Inspection of Table 5.1 shows that one third of the children whose

> home language was English completed all items of the test correctly at its first

* . -~ [y i
[y . N \ ; v ..‘
- .
’ *
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-’l‘;blei&z_.lgmn_ltlon of Initial Consonant Sounds Test: Item Difficulties Expressed
A s Percentage Ccmct ? -
) %, T Representative sample Validation ‘sample
, tem } . Total Non-Englsh A B. . A B~
- 1 b - ' ' 83 68 8 11 61 59
S T 1 PO S §3 *68 86 .1 65 59
- 3 [m) ‘5 .0 80 59 - 82 19 .65 57
Looam 9 54 .. 8 -4 62, 53
5 1 e T 79 57 73 n 61 48
AT S 1 I S / 8 . 65 % M 70 55
G .7 Ish) coon - 57. 8- 77 64 58
8 @ i ' 77 7 759 76 68 .58 6 <
9 M ¥ 77 i 59 ) 63 . S2 46
: 10 fg' .31, .~ 75 ] 65 80 - 66 60 44
, llzs {s.sl, st.sp] . . 75 65 7 69 54 49
\ ,12 {r] 1_ ) 73 49 n 76 - 82 49
SARTRLY .10 51 77 64 56 39
~14 [ H . 69 43 78 - 66 59 44
T 1‘5_ {h) N 67 . 38. 80 68 . 59 40 .
16 v] - t,, ) 66 :' v 43 69 57 S3 32 -
17 W .. 55 .21 . 63 s% 41 2.
Average item facijuy _ " 743 - 545 771 699 593 413
sD - Loy 2.0 7 115 el 68 68 94
N p 197 37 « 150 150 . 200 100 .
A Y. A o .o
t - e,
administration. Only i3 per cent of the chlldren fro’m non-Englnsh ianguage .
_ backgrounds were able to complete all items correctly at the initial admmlstrauon..,
" of the test. Comparison of the average performance scores (mode, medlan, aqd
mean) of the two groups shows, not unexpcetedly, an obvious dlsadvantage in this
skill for the children whose home language is 'not Enghsh This finding is noted not ~
' to stress differences in performance between dlﬂ'erem groups of children but to
underline the importance of an assessment of this typq of receptive-language ability
P and the need for appropriate intervention procedures to reduce the risk of long-

ranging disadvantage.
, This point is further emphasized by the results of the "our validation groups,
where 31 per cent (N= 150), 26 per: ‘cent (N = 150), 18 per cent (N = 200), and
8 per centiN 100) of children completed all items of the Recognition of Initial
Consonant Sounds Test correctly at the first administration of the te

Table 5.2 shows how difficult each item of the. Recognition of Inmal Consonant
Sou_nds Test was found™dy children in the different samples. The facility of each
item is expressed ip terms o the percentage of chlldren in the sample who
complgted the item correctly. The arrangement bf items for the final vergion of the

test Was determined by the -order of dlﬂi uity expenenced by the total\|

representative sample. The item difficulties for the validation groups are presented
in the last four columns, headed A,,B, C, D,.m Table% 2.
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 Tdles3 Reanlth.otlllthl Ceasenant s.--\.p Test: Rasch- suledlten DifBculty Estimates - o
. Representative ., \ - Validation samples ot 3
- St - sample , T - ; - V
o : . A \ B C T I :
Item - Di SEpi ' Di SBpi\  Di - SEp; ° Di SEpi Di SEpi
1 S 574 12 56.2 13 4 .53 . 12 56.6 1.1 584 ° 19 - -
2 © 532 1.1 534 .- 13 55.0 1.2 522 - 11 555 L7 T -
3 . 530 T 488 - 15. .\ 509 , 13 50.1 1.1 526 . 16 -
4 - 52.3 11 495 . 14. (514 12 S04 - 12 5127 16 »
5. 517 - 11 - 504 - 147 . \522 . 12 514 . 11 529 16
N 505 ' 12 526" -3 415 14 - 490 11 . 492 16 _
7 50.0 ( 12 497 14, 50.6 13 2. [5L9, 11 49.2 1.6 -
X 49.8 12 48.8 15 . 514 ¢ 120 499 L, 5.2, 16 !
D 492 12 523 . 13 52.5 12 ] 528 1.1 504 .16 ° [
18 49.0 12 507 © 14+ 509 1.3 i 506 .11 504, 16 .
‘1 49.0 12 474 15 . 413 i4 461 1.1 - 4587 ' 16 :
.12 48.5. 12. 507 14 473 14 461 1.2 442 16 -
S 13 48.3 12 521 " K3 . 495 13 ’ 49.6 L1 495 1.6 )
V- —14 481, 12 474 157 - 484 13 494 1.1 419 16 - °
s 478" . 12 418 1.5 462 , 14 479 ., 11 - 463 1.6
16 . 461 . 13 454 1.7 % 469 14, «419° 1.1 45.4 1.7
R 46.1 1.3 -46.3 1.6 469 .14 474 1, 4540 11,
X 50.0 » 500 500 - £ 49.9 L 497 I
~ SD / 28 - _ v 27 ", . 26 : 2.6, . 31 °
' ON 132 132 © 99 99’ 106 106 150 150 76 - 76

2 The differences in N obskrved between Tables 5.3 and 5.4 versus Tabjés 5.1 and 5.2 are because Rasch . slyses exclude g
;' mdnvnduals who have obta rred full scores or Zero scores on the tést.
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Table 5.2 shows that a large percentage of chlldren experlen ed drfﬁculty wrth
the task of recognizing initial consonant sounds, a task which i recognized as an,
important component of’reading, spellmg, and other language skills. As might be
‘expected. Native speakers of English do better on.the task, but the skill can by no

means beregarded as adequately,establnshed even among school begmners whose

,language background is Engllsh

>~
~

\ \
lntetpretatlon of Seores ' ' L } :
Table 5.3 shows the estimates of ltem'dlfﬁculty (Dl) -and the‘standard errors

-'(SEpy) for the difficulties for all five samples as Rasch-scaled values.

No- srgmﬁcant differences were found between the Rasch rtem dlfﬁcultles
.|between the five groups (F = 0.02, 44,80, p >.05). ,

Inspection ‘of Table 5.4 shows that the ability estimates obtained for each
‘possible raw score.on the test were extremely similar for the five separate and
completely mdependent samples.

Table 54 shows the stability of the Rasch-scaled ability estlmates which can be

. obtained from the conversion of raw scores on the Recognition of Initial Consonant

Sounds Test. The Rasch, abilities (Ai) as obtained on the test by the five separaté
and independent samples of school beginners are shown. The standard -€rror
(SE,;) of the ablllty estimate is provided for each raw score level.

The correlatigns between thé item difficulties and between the ability estimates
based on raw sc es were.very high between the five mdependent samples. On the
left-hand side of Fable 5.5, the correlations between the Rasch item difficulties
obtained in the five ples are shown; or the right-hand side of the same table
the correlations betweéh the Rasch abllrty estimatesTor-the five groups are shown.

Inspection of Tablg' 5.5 shows the correlations between the item difficulties

between groups to v: fy, but to be moderately high. The reason for their variation
lies in the betweerigroup variation of item difficulty. As the summaries of*
conventional item analysis procedures provided in Tables 5. 1and 5.2 showed the
i/of the groups differed.

ify estimates obtained in the differ ~at groups correlated perfectly,
as reflected by thd/coefficients of r = 1.00 presented in the right-hand side of Table
55. As noted viously, this finding emphasizes the stabilitv of measurement,
both in terms of! lts validity and its reliability. These results show that the Rasch-
scaled ability e imate provided by the test will be constant for each individual, no
ype of group he or she is tested. For a more detailed discussion of

-ra

Implicatio s : o \

. As.with th¢ abilities assessed in the Auditory Discrimination T est, the skills covered
ecognition “of Initial Consonant _Sounds Test are considered to be
ntal, in nature. The case for educational mterver\tron was argued in
and will not be repeated_hzre. In brief, the basic need for early
ion- presents ltself because the child who, for whatever temporary or more

7’
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'l‘able 5 4 Reeognltlon of Initial Consonant Sounds Test: Rasch Ahlllty Estimates (Ai) and Standard Errors (SE,p for Five

' ". Independent Samples _/
Representative.- ]~ " ° . Validation samples
* ' “samiple i

LT, . A/ J 3 B- : c D
. Raw ] ’czz; < ) / k4 ) - ,

. score <5 Al SEA, Ai SE,j Ai SEx; 0 Al SE,; Ai SEai
P Ui 366 50770368 [ 50 36.8 5.0 36.8 5.0 36.3 5.1
L2, 40.2 ~ 36 404 / 3.6 40.4 3.6 40.4 36 - 404 3.8

3. - 425 37 427 3.0 4.7 3.0 427 ‘3.0 424 32 ,

4 © 444 .28 442 7 27 442 2.7 44.2 2.7 439 29 )
-5 45.8 2.6 457 | 26 45.7 2.6 45.7 2.6 45.5 2.6 =
6 4711 - 25 410 ! 2.5 ° 47.0 2.5 47.0 2.5 46.9 26 tn

7 ’ 483 24 483/ . 24 - 483 24 483 24, 482 2.5 =3 .

8- 494 ° 24 494/ - 23 49.4 2.3 494 23 49.4 24 &
=9, 50.6 24 . 50, 2.3 50.6 2.3 50.6 23 506 . 2.4 @ ’
Lo TSk - 24 51. 24 517 2.4 51.7 24 51.8 2.5 -

n 52.9 2.5 . °530 2.5 53.0 2.5 53.0 2.5 53.1 26
P12 542 . 26 '54.3 26 7 543 2.6 54.3 2.6 54.5 2.6
13 557 ' 2.8 55.6 28 556 2.8 55.6 2.8 55.7 2.9

14 . 515 . - 31 57.3 3.0 573 3.0 513 3.0 57.6 32
15 T '59.8, 3.6 59,6 3.6 59.6 3.6 59.6 3.6 60.0 3.8

16 63.4 5.0- 63.2 50 7 632 - 50 63.2 5.0 63.7 5.1

N 132 132 99 99 106 106 150 150 76 76

: . 56 .




. . etc. Others may well respond to long-term medical treatment or
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Table 5.5 .Recpgniiion ‘of Initial Consonant Sounds Test: Correlations between Item
Difficulties and between Ability Estimates Obtained for Five Independent

SanBles of School Beginners . -

|

. II- ltem difficully (D) . _Ability estimate (Ai)
Sample ; A B €C D A B C D
Representative © 33 59 4 26 10 10 1.0 10
Validity A 6 g2 .13 10 19 10
Validity B 87 9 10 10,
Validity C 89 1.0

permanent reason, has greater difficulty in hearing and understanding the spoken
word than his or her peers, is likely to be disadvantaged right from the beginning of
his or her school career.

The user-of either of the duditory analysis skills tests included in the ACER
Early School Series is advised to study the total material in all sections of this
Handbook which pertain to either of these tests. .

Training in auditory reception and analysis skills needs to include practice in
listening and the discrimination and reproduction of speech sounds, words, and
" sentences. .
~ The following types of specific exercises might be found useful:

1 . identification of specific sounds (e.g. animal sounds, car/motorbike sounds,
_household.sounds, toy sounds, music, etc.); °

2 discrimination of one sound from a background of others (e.g. whistle against

traffic, solo.instrument and orchestra, etc.);

3 _ listéning for meaningful sounds in the environment;

4 following of verbat instructions (starting off with one task, directions

presented in short sentences, attempt to utilize pictures and other visual clues);

5 learning of rhymes and rhythms. .

However, the consideration of one important diagnostic possibility must not be
_neglected. It has to be remiembered that children with auditory receptive
difficulties which do not appear to improve with initial training are more likely to
be suffering from hearing defects than individuals in the general population. Some
such defects can be temporary, for example resultirig from ear\Qf‘ections, colds,

) be compensated

by mechanical devices. Early referral for medical assessment wou d\ thus seem
essential for suspected deficits of this type. ' N
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Concrete and abstract concepts constitute one of the essential aids, both in the
organization of human experiences and in.higher cognitive functioning.

The importance of the development of conceptual skills in children has been
recognized for some time (Lovell, 1962; Sigel, 1964; Vinacke, 1951). Russell
(1956) pointed out: ’ :

The clarity and completeness of a child’s eoncept are the best measure of his possible
success in schdol learning because meaning is fundamental to such learning. p.120)

Piaget (1963) identified various types of concepts which he found to be attained
by children at different stages of development (Flavell, 1963). In her review of
research concerned with the deve'opment of spatial concepts and classification,
Maccoby (1964) noted considerable support for Piaget’s theory of. age-relatec!
qualitative chantes in the conceptual development in children. She also noted tiue
possible influercce of individual and cultural differences on the rate of concept
attainment (e.g. Braine, 1959; Dugkworth, 1964; Wallach, 1963), a finding which
has been emphasized increasingly in more recent times (for reviews see Goodwin
and Driscoll, 1980; Sattler, 1974). . o

While Piaget’s theory of stages in cognitive development has received
considerable support in the research literature. (e.g. Dodwell, 1960; Elkind, 1961,
Flavell, 1963; Laurendeau and Pinard, 1962) a number of studies have failed to
support Piaget’s stages of development (Estes, 1956).

A number of -other variables, apért from age, have been related to the '

development of concepts in children. These variables include previous experience,
Ccultural factors, motivation, and training (Inhelder, 1962) and socio-economic
background (Anastasi, 1958; Ausubel, 1958; Estes, 1956; John, 1963; Siller,
1957; Wilson, 1963).

The ACER Early School Series tests discussed in the following two chapters are
the Number Testin Chapter 6 and the Figure Formation Testin Chapter 7. Both tests
require the application of conceptual skills to non-verbal stimuli. The testee must
teason to complete the-items of these tests successfully.

The development of perceptual organization abilities (i.e. analysis and synthesis

’ . 1
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skills such as the grouping of objects, the understanding of quantity, size, shape,
space, and functional relationships between the parts of a whole) plays a major role
in the individual’s performance on these tests. Other variables contributing to test
performance include concentration, the ability to distinguish between essential
and non-essential parts, and the ability to use step-by-step sequential strategies.

o

9
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Rationale .

The research literature contains a considerable amount of evidence for the view
that the number scheme is a central quantity scheme which influences the way in
which children form concepts if other areas (Elkind and Flavell, 1969; Gal’perin
~ and Georgiev, 1969; Inhelder and Sinclair, 1969; Laurendeau and Pinard, 1970,
Piaget, 1952, 1968; Wohlwill, 1962). These investigators tend to suggest ‘that the
processes which enable the child to apply th mber-scheme in general are
essentially those' which render quantities countable’ (Gelman, 1972, p.164).

The hypothesis that counting is fundamental not only in arithmetic but also as a
basic mechanism used by young children to estimate numbers of al! sizes appears
to be well supported (Beckwith and Restle, 1956; Gelman, 1972a, 1972b; Neisser,

separate processes: the activity of repeating numbers by rote, and the ability to co-
ordinate successive items or events with numerals (i.e. to represent the quantity of
a given set of items by a numerical value). The latter is the meaning intended
wherever the term is used in this Handbook. -

The Number Test in the ACER Early School Series is aimed ,to assess the .
individual’s ability to count objects. This activity ‘requires a perceptual grouping of
objects into those already counted and those still ahead’ (Beckwith and Restle,
1966, p.437), and the attaching of correct numerals to express quantity. Items’
included in the test require both the counting of discrete objects and the counting
of sets of objects. The ability to perceive assemblies of diserete objects in groups
and the function of such groups in counting has long been described as an
important perceptual (Wertheimer, 1945) and developmental stage (Woodworth

1966; Smedslund, 1966). The term ‘counting’ tends to be used for two quite

" and Schlosberg, 1955). Jts application transcends perceptual development. The
ability to process discreté objects as sets is of particular relevance in the
development of the estimation of quantity without counting, in the development
of classification skills, and in concept formation more generally (Piaget, 1252;
Siegel, 1971;.Wohiwill, 1960). ~

52
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Description._ ’ v

" The Number. Test is an eight-item pictdrial test. Each item requires the child to

réplteqent the quantity of discrete objects, or sets presented by ‘drawing an
equivalent number of ‘sticks’ into a 7.5 x 7.5 cm ‘box’ provided for this purpose,

- The items to be counted consist of simple everyday objects €e.g. cars, planes,

trucks, houses, dogs, etc.). The drawings are simple and relatively large. Two

. items are represented on each page of the disposable test booklet.
" Development

An initial item pool of 20 items was tried out with individuals and groups of three

. to 20 preparatory grade and kindergarten children in three schools and two

kindergartens. A number of teachers vol,u‘nteered to try out the test with school
beginners of their choice. More than half of the items appeared to be suitable for
inclusion in the test. The final selection of items was based on the preferences
“expressed by the teachers and kindergarten teachers who had co-op<rated in the
trials and on the advice received from school counsellors and guidance officers
concerned with school beginners in the Australian Capital Territory. New South
Wales, Victoria, and Queensland, who emphasized the need for the tests in this _
battery to be as short as possible. ;
Various types of directions and a variety of wordings Y/ere tried out during initial

- trials of -the test. ,

*Administration and Scering . s ’
. The administration of the practice and test items-is preceded by three prepara%ory;
. exetcises which are intended to convey to the child both the activity of counting

. and the representation of the counted objects by means of stick drawings: The

v

Directions for Administration contain full instructions for these preliminary
exercises. The child marks his or her responses to these exercises on the reverse
side of the test booklet which contains three boxes of decreasing size, the smallest
size (1.5 x 7.5 cm) being equivalent to the size of the boxes accompanying the test
items. . - . .

The time required for administrati 1 of the test varies with the maturity and/or
handjcap of the testee and the size i the group of children tested at one time.
During trial testing the average total time required to administer the Number Test
to groups of three to eight 5- or_5'%-year-old school beginners was 10 to 15

" minutes, excluding the preliminary exercises. The time required for the latter

varied from 2 to 5 minutes. . .

Like the other tests in the ACER Early School Series, the Number Testis a power
test, not a speed test. Trial testing showed, however, that the performange of very
slow children did not improve when additional time was given. It is shggested,
therefore, that excep't in cases of particular physical handicap, no mor thqn 20,
minutes be allowed for the complefion of the six test items. .

Materials required consist of the Directions for Administration which contain
general and detailed instructions for test administration, a test booklet, cardboard
marker, crayon or pencil for each child, and a spare test booklet which the teacher
can use for demonstration purposes. The instructions are in simple English and are
printed out in full for each item. . !
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_Table 6.1 Number Test: Performance of 192 School Beginners - "\ C

]

h R i Obtained scores |
Lt ; Home laﬁguﬁge -
_ Total i
. ) sample Non-English \ English
Mode . 7and8(S8%) . . 7(30%) . \ Mg (33%)
Median : I A 6 7
' Mean . . ' i 6.3 . 56 C o 65 -
~, SD ' (7 1.8 1777~ .
"SE T 0.1 . 03 0.1 .
Average item facility - 79.1% 67.7%, 81.4% N
SD - . . 14.2% . 21.8% 124% -
-KR20 N 0.70 .68 0.70
N ‘ 192 156 36
Scoring . N . " 1 ‘e

I
A score key is provided. One point is g"\}‘en for each correct item. Possitle points
arezero (0) or one (1) for each item. T é raw score for the test is provid;d by the
number of correct items. The maximuin obtainable raw score on the Number Test

is. 6. Tables 6.4 and” A.3 allow the c:o?\yersion of raw scores to Rasch-scaled

developmental ability scores. ; i‘
Resegrch Results . i i\ . \ -
Table| 6.1 presents a description of the performance of 192 children ‘of the

representative sample of 197 school beginners described in Chapter 3. \

In the total sample, 29 per cent of children completed all items correctly {score
of 8), and another 29 per cent obtained a\score of,7. The difference in msan
performances between children from non-English and English language
backgroux:? was statistically significant (¢ =!2.91, 4f = 190). The reason for this

may be sinfiply that some of the non-English background children were unab}e to
follow the directions because of language difﬁc‘ulties. On the other hand, Table 6.2 ’
shows that the non-English backgrounc group found the first three items no more

o difficult than did the English background group, and that the discrepancy inithe
performancs of the two groups increased with increasing difficulty of the items.
This suggests that it can be assumed that the non-English group had understaod
what was required by the tasks, and might lead to hypotheses of po%ine -
developmental disadvantage in the non-English group. As the proportion of nop-
English background children was low in the present sample, these statistics must
not be over-interpreted or generalized. The intention of the above discussion is
solely to demonstrate and emphasize the importance of the gathering of qualitativ
as well as quantitative information in diagnostic assessment. This matter will be
discussed further under Implications later in- this chapter. / !

A further finding which may be of general importance to teachers is that the

greater average item difficulty for non-English background children was
accompanied by a considerably larger standard deviation than was obtained in the

B
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Table 6.2 Number Test: Item Di!!lcnlties Expressed as Percentage Conect

Representative sample Validation

Item - Total Non-English  English sample
1 planes . 92 “92 92 88
2 houses . . 9% 89 90 88
3 money & 86 83 ) 87 82
& trucks 84 69 88 . 83
$° cars P - 81 69 - 83 75
6 ‘men o n . 67 79 75
7 shoes 76 . 67 N £ 70
8 ladies 47 22 83 46

" English background group. This finding suggests that the performance of the
children in the non-English group was considerably more varied than in the
Engllsh group. Careful observation of the sources of this variation is thus
" particulafly important in the case of non-English background children.
Maturational, motivationel; cognitive, environmental, and other variations which
are to be expected in any group of school beginners may be many times mcreased
through multn-dnmensnonal interactions with language and culturally determined
experiential differences.

Table 6.2 shows the difficulty found by children in different samples for each
item of the Number Test. The facility of each item is expressed by the percentage of
children in the sample who coripleted the item correctly. The ordering of items for
the final version of the test was determined by the performance of the total

. representatlve sample.

The column headed ‘Validity sample contains the results of a further 612 school
beginners which were provided by 13 teachers and school counsellors, and had
been obtained from unselected groups of school beginners in city and rural schcols
of varying size and socio-economic status. The proportion of non-Engllsh
background children in these samples varied but was considerably higher than in
the representative, sample The saerle is discussed in Chapter 3. Initial separate
analyses of the Number Test results\of these 13 additional samples showed only
minimal discrepancies in the rank ordermg of items. One set of item difficulties
was thus determined for the total valldatnon sample. .

Interpretation of Scores’ \’"‘ °

Table 6.3.shows the estimates of Rasch lt\em dlfﬁc}hlty (Di) and standard errors

(SED,) of the difficulties for both the representatxve and the validation samples.

No significant jlﬂ’erence was found in the.mean Rasch item difficulty between

~--———the-two grouns (t = 0.28, 4f, p->.05). \‘The correlation between the item

difficulties for the two groups was extremely high (r ="0.98). This finding and the
. very close agreement of Rasch ability estm\sses (Ai) obtained for these two
_ different and completely independent samples, ds presented in Table 6.4 shows the
stability of the Nflmber Test as an assessment device for different samples. The

. l < - )
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. .Table 6.3 Number Test: Rasch;scal;d Item Difficulty Estimates

1
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Representative sample . Validation sample

Item Di -’ - SEmy ' Di ‘ SE (i
1 61.5 1.3 J 61.5 y 0.6
2 " 545 1.2 ; 528 0.6
3 520 I —51.6 ' 0.6
4 503 1.3 48.8 0.6
5 480 L5 48.1 07.
6 467" 1,5 41.9 0.7
1 R 1. ... 450 0.8
8 41.0 2.0 T 44. 0.9
L 49.8 . %00

SD 63 : 5.5 :

N¢ 133 | > 406 i

a The difference in N between Tables 6.3 and 6.4 and Tables 6.1 and 6.2 is because; in
Rascn analyses, individuals who obtained full scores on the test are eliminated from the
analysis. '

correlation between the ability estimates in the two groups was found to be perfect

(r=10). . .‘

Table 6.4 describes the performances of the two samples in terms of Rasch B

counting ability (Ai). An indication of the standard error (SE o) is provided for the
Rasch ability estimate of each raw score.

“For » more detailed discussion of the Rasch model of measurement, its
assumptions and_advantages, and the fit of the ACER Early School Series tests to
the model, refer to Chapter 10. -

Implications ) -

The results of the Number Test provide the teacher with a broad indication of the
degree to which individuals and the group as a whole can count correctly.
Observation of the procedure by.which each child obtains the answer to each item
is of further diagnostic importance, as it might provide the teacher with an
indication as to the size of the number sets to which the initial teaching of
arithmetical reasoning might need to be restricted in the case of particular
individuals. Some children appear to have mastered the principles of counting for
small sets of objects. If their ability to count correctly (i.e. their ability to represent
accurately the size of a set as a numerical value) is limited to small sets, they must
be expected to have difficulty in keeping track of and manipulating larger set sizes
when required to reason about them.

Further diagnostic information can be obtained by noting whether the child
completes items by countirg of by using one-to-one correspondence. The latter
type of strategy is regarded as'an indication of ernerging counting skills, more
frequently found in three- to-four-year-olds than in ﬁve-ye’r-ﬁlﬁs (Gelman and
Gallistel, 1978). Older children are more likely to use one-to-one correspondence
strategies with larger than with smaller sets.” |

\ -
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Table 6.4 - Number Test: Rasch Ability Estimates \

’ Representative sample Validation sample
Obtained-. - g )
raw score - Ai SE(an Ai SE(an
1 378 6.5 . 389 6.0 -
2 433 5.0 - 439 T 45 -
3 . 46.7 ) 45 i ’ 47.0 4.1 ,

4 50.0 ; 43 50.0 .40
.5 53.0 4.5 s 53.0 ‘ 4.1

-6 56.7 5.0 56.1 ' 4.5
7 61.7 6.5" Y606 - 6.0

N

- 133 2 406 .-

Sources of error vary, and they-provide valuable information for the design of
intervention procedures. In the trial testing studies, most errors were due to a
tendency on the part of some individuals to double count or to skip an object in the
set. These errors occurred among both’ children who counted consecutive objects
directly, and those using one-to-one correspondence As a matter of fact, errors of
this kind among children using the latter type of strategy appeared frequently to be
the result of somge difficulty i in co-ordinating the complex motor activity mvolved
in this type of sfrategy of countmg Less mature children and individuals with
delayed motor development or.poor vnsual motor co-ordination had some difficulty
in this activity which requires them to pomt and draw a line at the:same time. Some
children showed partlcular difficulties at the begmmng and/or the,end of certain
items.

Gelman and Galllstel (1978) and Vygotsky (1978) have suggested that thé type
of object to be counted may not be irrelevant to the application of counting
procedures in three- and four-year-old children. Results of item analyses of the
present test would. lend support_to this hypothesis. Item. 3, relating to piles of
money, was found to be an easier item in all samples than the items which required
the counting of larger numbers of discrete items. Reasons for this may be related to
familiarity and perceived importance, as well as to the development of abstraction.

Observed differences in strategies used to complete different items in the test by
one individual, or a refusal to complete particular items, especially in relation to

performance on discrete versus set items, can be expected to provide the teacher

with valuable guidelines in the planning of teaching programs. Other systematic
sources of error might be observed in individuals or groups. All of these suggest
that particular children require further practice in counting, even though they may
have grasped the general principle of what is required. The goal is that each child’ s
understandmg of quantity. will generallze to a wide range .of settings.

Extensive use of manipulative and concrete objects is recommended for initial

“
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countmg practice at this level. Sequence and ; position may need to be taught Dot-

* to-dot drawings and similar activities can be used to teach sequence. The abacgs
and various counting frames provide useful devices which children can use
effectively. , .
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Rationale . | :

The aim of the Figure Formation Test dliﬂ‘ers from the general purpose of the other
tests included in thé ACER Early School Series. In the other nine tests, prere-
quisite and component skills #f basic learning proce ses are assessed. The.perfor-
mance of individuals in these testsis expected to provide the teacher with diag-
nostic information concerning the-individual’s strengths and, weaknesses in the
particular skills measured by each test.\This inﬂormétion may then be used in the
planning of learning activities and other-educational experiences which meet the
needs of the individual and cater for tpe identified individual differences,of the
group to be taught. . . A ;

© The contribution of the Figure Formation Testto the ACER Early School Series is
to provide a quick but rough lindication of the child’s more general iﬁtellgctual

maturity. The latter term, as used here,xis not intended to convey any notions of
-intelligence as,a unitary construct on he t
categorized or labelled. Rather the ter. / intellectual as used here might be
exchanged by the word:cpnyeptualf, as pyoposed by Harris (1963): .
By intellectual maturity is meant the ability to form concepts of increasingly abstract
character. Intellectual activitzy required: (1).the-ability io perceive, i.e. to discriminate
likenesses and differences; (2) the ability to-abstract, i.e. to classify objects according to
such likenesses and differences; and (3) the ability to generalize, i.e. to assign an object
newly exp rienced to a correct class, according to discriminated features, properties, or
attrib(utess). “hese three functions, taken together, comprise the process of concept forma-
tion. (p.3). : A N\
. A concept is usually defined in psychologyjas the product of'a menital or thought pro:
cess, whereby the ‘qualities, aspects, and relations of objects are identified, compared,
abstracted, and generalized. When the process covers different individuals or items, it is
called a class concept. When the process représents acommon aspect of the class, itis an
abstract idea. The processes which include perception, conceptualizing, and knowing, as
.well as judging and reasoning, are called cog‘nmon.-(_p.ﬁ) )
G . | -
More mature and older children (although age and experience do not appear to be

the only factors) are able to discern and specify the prv Jerties of objects and situa-

B
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he /basis of which individuals might be

tions in greater detail. They are also able toirecognize the characteristic and essen-
S 1 Yy ¢t - .
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tial propertics and relationships of objects classes of objccts and eventuall /
abstract ideas more readnly, and tend thus to be able to form more. precise an:
§ generahzablc cohccpts
The inclusion of a test of more gereral conceptual abllnty in the ACER Early
School Series was requested particularly by school ~ounseliors and infant teachers. »
Traditionally those wishing to include in the as.:.sment of school beginners a
, measure of more generalized conceptual faturity have tended to administer the ;'
'G enough-Harris ‘Draw-a-Man’ test (Goodenough, 1926; Harris, 1963). i
. n recent years an increasing amount of disenchantment with this test has been
. expressed both in the literature (¢.g. Ernhart, 1975; Goodwjn and Driscoll, 1980) -
and by practitioners. Criticisms have mainly been related to the comphcated , "
requirements for the scoring and mtcrprctatnon of the test, the negative influence '
of cultural and other experiential factors on the scores obtainable on the test, and - ;
' questions relating to a possible decrease int the validity of the test in recent years, .
| during which imagination and creativity have tended to be emphasized in | )
\ children’s drawings and languars skills. .
\ The Figure Fornation Test was designed to provide a gulck evaluation of the !
child’s understanding of basic concepts and relationships. The ability to ndenufy/
. necessary parts belonging to a familiar object will. reveal the discrimination the, '
- child has made about that object and ns parts as belonging to a category, in other'
* words, as a concept. / ’
/ Specific skills required for the completlon of the tasks makmg up tl:r Figure Fo'i'

vy,

‘mation Testinclude the ability to visualize separated parts asa whole-unit. The child
needs to be aware of the relatlonshlps between space, shape, snze, and the ﬁgure a's
a whole. Another ability involved in the successful performance on the Figure For-
mation Test is the ability to relate ‘three-Uimensional objects bf the real world to
two-dimensional stimfili as presented in the.items of the tesv .

Where the test is administered individually or to small grougs, observation d{.lr-
W ing the child’s work on each item can provide the teacher with diagnostic mforma-
tion .,oncemmg the chiid’s conception of the particular item, and of 'the .

-s.\;w appropriateness of the strategies used in completing the item. Inability to recogmz;(.

f\ the figure and trial-and-error responses might be noted. The types of errors fnost
\ frequently made by an individual throughout the test prcvnde useful guidelines i¢

"

. will probably ocl;ur rarely in the screenmg bf school begmners’ Thé assumption is
. that the test ill be administered to reasonably large groups. The simplicity|of the
_ \mstrucuons and the tasks thems=lves, together with the brevity of this test, make |
S the I'Tgure Formation Test suitable to be admmlstered to latger gruups han is

o 4t is suggested, therefore, that the diagnostic component of the Figure F{ rmanon
Tektas used in the ACER Early School Series {for. other uses, see the section on
Develépment) wifl tend to originate | less from variables inherent in the test perfor-




‘ THE TESTS , o
L Number Test. The i}xlpligyons of the performance onahe Figure Formation Testand
‘ its diagnostic use are di ussed further at'the erLd. of this chapter. | . A

' . i 3 , .
.- Description . . . v, . i

The Figure Formation Testis a four-item pictorial test which can be administered to
individuals or.to a group. Throughout the test the individual is Tequired to identify
., shapes and the functional relationship between them by marking the essential
component parts of afamiliar object. In keeping with the school beginners’ level af

-development, the items selected are concrete rather thun abstract at this stage.
! ) EacHitem consists of a single page, the upper half of which shows the complete
. , object, and the lower half of which contains parts which make up the object and a
.. number of spare parts. The testee is required to mark the p2:(s which are necessary

' to make ug the object. The drawings are:large and simple. )

In both content and administration, the Figure Formation Test departs from the
style of the other tests contained in the ACER Early School Series. As previously
noted, the aim of the test is to assess broader conceptual maturity rather than

“ abilities which are specifically related to a particular area of the child’s learning’at
school. The administratior: of the test is extremely simple and, unlike the other
tests, the Figure Formation Test can be administered to large groups of children at

-one and‘the same time. 3 .

-

Development - / _ s
Different types of items and assessment procedures were considered. In the Tnitial
stages of development, the methodology used was that of asking children to draw
objects. The difficulties in scoring andjnterpreti'ng these responses led to the
adoption of the method ofiasking the <hild to identify the relevant parts of objects
from a given set. , i
¢ Special consideration was given to different methods of scqlng the responses. A
number of different procedures were tried out. Finally a decision had to be made
between two different methods of scoring. It was found that a rapid evaluation of
- the child’s understanding of basic j&mcepts and the relationships between parts of

wee—ee. —_ ___ anobject can be-made-by scoring each.item as-either‘correct or incorréct. -

v

) Another method, which i§ more precise but also more time-consuming and
. demanding as far as the tester is concerned, wauld have been to award point scales
for each item. Proportional scores wonld, in this case, be awarded for partly correct
responses. Points would be deducted for wrongly marked parts, etc. In other words
this latter scoring procgdure-would be similar to that of tests like the Goodenough-
Harris ‘Drawing Tests’ (Goodenough, 1926; Harris, 1963). Such a’ method of

. Figure Formation Test. ..

However, for the use made of this test in the ACER Early School Series, where
the aim was to provide a set of“‘rqas’onably straightforward, simply scored and
interpreted sc'f‘qening and diagnostic tests, it was d;cided to adhere to dichotomous
scoring of eacl. iteru, s applied ii the other niné tests contained in the series. As
part of the,screening and diaguostic procedures provided by the ACER Edrly

5 T .
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scoring was not completely disnjissed as a stitable procedure for the scoring of the..
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School Series the results obtained by means of the Figure Formation Test will
provide the counsellor and teacher with a quick assessment of the child’s ability to
perform the tasks of which the test is comprised. The resuits of this test will also
provide a rapid means to identify those children who have more difficulty with the
tasks than their peers. The performance of the latter group should be further
investigated for diagnostic sigris, so that appropriate teaching and compensatory
procédures can be initiated. g ' o

If the Figure. Formation Test were to be used not solely to provide a rough

_indication‘of the conceptual maturity of individuals, but as a developmental test
.identifying different levels of intellectual maturity, the use of a scoring procedure
of the second type discussed above would be more appropriate. Further work in
this direction isxin progress at present. Initial indications are that the Figure
Formation Test may well form part of another series of ACER tests which are being
prepared, namely a set of non-verbal measures aimed to assess general ability at
" various stages of development..__ ‘

The test in its present form was tried out with a representative sample of 193
school beginners. The characteristics of this saniple were described in Chapter 3.
The results of an additional 600 school beginners on the Figure Formation Test were
obtained in the form of four samples of unselected subjecfs. These data were
provided by anumber-of teachers from.unselected government and Catholic parish
primary schools. The proportion of chilgren from non-English language
backgrounds could not be ascertained in these data.

Administering and Scoring Y
Administration of the Figure Formation Test is extremely simple. For example, for
the practice item the tester says: ‘Now put a cross on all the parts which are needed
to make up the boat’. _ . ’ -

Unlike the other tests in the ACER Early School Series, this test can be given to
quite large groups at the same time. During the trial testing, the test was
administered successfully to classes of 15 to 20 school beginners early in their first
term at school. .,

The administration of the Figure Formation Test does not require an experienced
tester. The person administering the test need only have experience with children
and be competent at following directions. The* Directions for Administration
contain full instructions. A teacher’s aidé or other assistant could be asked to
administer this test.

Materials required consis( of the Directions for Administratjon, which contain
general and detailed instructions for test administration, a test booklet, and a
crayon or pencil for each chi!d,\and a spare test booKlet which the tester can use for
demonstration purposes.

The. time required for administration of the total test varies with the maturity
and experience of the testees and the size of the group tested at one time. During

" trial testing the average time required for this test was five minutes. .
- --The. Figure Formation Testis a.power.test, not a speed test. However, it has been

found that the performances of very slow-working children did noi improve when
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Table 7. Flgtrre Formatlon 'l’est. Performance of a Representative Sample of 193 !
/ School Beginners ; - /
N / } ) . Obtained scores
N . Home language
N Total
B b sample - Non-English English
Mode | T448%) - 4(24%) %(54%)
Median o 4 -3 o}
an R 30 2.4 3\3 S
1.2 / 1.4 10
1 S0l 01 v oh \
Averagc item facility - 1.2% /’ . 59.5% © 81.0% / Lo
<8D I 4.8% 7.6% 4.1%/
KR20 | ] 0.65 / 0.70 0 56/
N L 193 | - 38 155 |/

B v T - l
extra time (be tond six to seven minutes fo/r the total test) was allowed. Therefore
it is suggeste% that, except in cases of special handicap, the total test be
administered i approxrmately five mrnq es.

. / |
awﬁng~~ [ !

A score key is,provided. One point is gtven for each correct item. Possible points
are zero (0) orjl one (1) for each item. The raw score for the test is provided by the
- number of corJect rtems The maximum score for the test is 4. Tables 7/4 andiA.3
allow the conversion of raw scores to Rasch-scaled developmental abr/ ity scores.
Research Results . ‘\
In this section, a summary is provrded of the results obtained op the Frgure
Formation Tes! by the representative sample of 193 school beginners who were
tested five weeks after the beginning of their preparatory school year, and of four
unselected valrdatron groups, previously described in the section on Development
- Table 7.1 summarrzes the performan e of the representative sample of school
beginners, and shows that 54 per cent o( the cl children whose home language was
English completed all.items of the test correctly Only 24 per cent of the children
from non- Engltsh language backgrounds %ompleted all items correctly.

In the four unselected comparison samples, the proportion of native speakers of
English could not be validly ascertained. \It is assumed that all but sample A
contained a .considerable number of childrén from non- Englrsh language
backgrounds. However, it is known that a number of children in these sarfiples
were tested later in the school year than were the children in the representatlve
sample.

Among the four comparison samples, 74 per\pent (N = 50), 57. 5 per cent (N =
~ 400), 45 per cent (N = 100), and 16 per cent (N= 50) ofsamples A, B,C, and D
- - pespectively-completed.-all-items-on-the-test- cor ectly, - - S o d
Table 7.2 shows how difficult each item of the hgure Formatron Test was found

H \
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Table 7.2 Figure j-‘ormation'Test}?’item Difﬂ'cult‘ies Expressed as Percentage Correct

. Representat{ve sample . Validation samples ) ‘
- Item Total Non~énglish English A B C D :
1 truck 82 . 66" 86 98 84 7 50 i
2 teapot 80 66 Do« 83 96 84 87 = 54 -
N 3 robot 76 53 81 236 77 " 69 44
4. church 71 53 s~ 86 13 67 42
Average item : ) N
facility 71.2 59.5 81.6 915 ° 795 73.6 415 >
SD. - - 48 7.6 a1 - 64 - 54 91 5.5
N 193 - 38 155 50 400 , 100 50

N

by children jn the five differerjt and completely independent samples. In this table,
the facility’ of each item is fepresented in terms of the percentage of school

, beginners in the sample who completed the item-correctly. -

oo The arrangement of items for the final version of the test was determined by the
order of difficulty experienced by the total representative sample.

Table 7.2 shows that a considerable number of school beginners experienced
difficulty with all items, and that the samples varied in ability. The non-English
language background children’s performance was considerably weaker than that of
- their peers whose home language was English. It is not surprising to find that
= language difficulty affects corceptual” maturity. This phenomenon has been

addressed in the research literature, and will be discussed in the next chapter.

’

Interp;etation of Scores ~
. Table 7.3 contains the estimates \of item difficulty (Di) and the standard errors
. (SEpy for the item difficulties for all five samples as Rasch-scaled values. No e
*significant differences were found in the Rasch-scaled difficulties of the itefns for
i the five groups. “'\
' Table 7.4 shows the ability estimates (Ai) obtained for each possible raw score

on the Figure Formation Test,.and the standard error (SEAp) for each ability

estimate. ‘ .
The ability estimates for the diﬂ'érent samples show a very high stability. This )

shows that Rasch scales allow the estimation of ability independent of ti:e sample

' as part of which_an individual is assessed. While some variation between groups
can be expected as regards the item| difficulties — because of ability differences
- between the groups — the ability estirf\ates should be, and were found tg be, stable '

. across groups. The latter finding is also reflected in ‘Table 7.5, which shows the
correlations between Rasch item difficulties obtained in the five samples on the
left-hand side of the table, and the carrelations for the ability estimates for each

, raw score between the five groups on|the right-hand side of the table.
_—_ “Inspection of Table 7.5 shows that the correlations between the item difficulties
——are moderately-high te high: As noted;previously, the reason for-the variafion of R
the item difficulty correlations lies in the between-group variation of item difficulty

-
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'l’able 7.3. Figure Formation Test. Rasch-scaled Item Difficulty Estimates (Di) and Standard Errors (SED,) for Five
lndependent Samples

Representative Validation samples
sample
. A B C . D

Item "Di ~ SEp; - Di SEp; Di SEpi; . Di SEp; Di SEp;

i 52.6 il * 555 2.7 54.1 1.0 . 53.0 1.6 52.2 2.0
2 50.7 1.1 55.5 2.7 51.7 1.0 . S521 1.6 514 . ~20
3 48.8 1.1 | 464 3.8 47.1 1.0 \ 439 23 413 . 22
& . . 419 11 42.6 5.1 411 1o | sl 16 49.1 21
~X 50.0 50.0 50.0 1500 50.0

SD - 2.1 6.5 ) 3.5 42 2.2

Na 89 89 13 13 143 143 43 43 27 27

a. The differences in N observed between Tables 7.3 and 7.4 vergus Tables 7.1 and 7.2 are because Rasch analyses exclude
\ individuals who have obtained full scores or zero scores on the test.

&

Representative ’ Valldatron samples

sample

score Ai SEAi Ai SEa; - Al SEj Ai SEaj o Al SEa;

1 44.8 . S.4 . 434 6.9 44.5 ‘5.8 443 6.0 44.8 5.5
2 50.0 4.7 50.0° 6.0 50.0 5.0 50.0 5.2 50.0 4.7
3 55.2 5.4 56.6 6.9 555> S8 , 557 6.0 55.2 5.5
N 89 89 13 13 143 1437 7 43 43 27 2
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Table7.4 Figure Formation Test: Rasch Ability Estimates (A1) and Standuvd E:rors (SE;) for Five lndependent Samples
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Table 7.5 Figure Formation Test: Correlations for Item Difficulties (Di) and for
Ability Estimates (Ai) Obtained between Five Independent Samples

Item difficulty (Di) Ability estimate (Aj)
Sample - A .B lc. D A B C D~
Representative 93 98 .54 .85 100 100 100 .00
Validation A 9 51 8 100 100 1.00
Validation B 70, 94 ' 1.00 " 1.00
Validation C " .90 . 1.00

T

for some items. As the results of classical item analysis procedures showed in ‘Table
7.2, the performance levels of the groups differed.

The Rasch ability estimates obtained in the different groups correlated perfectly.
As noted previously, this result emphasizes the stability of the Rasch-scaled
measurement both in terms of its validity and its reliability. For a more detailed
discussion of the latter point, refer to Chapters 3 and 10 of this Handbook. i

g .

Implications -

As noted previously, the Figure Formation Test aims to provide a rough indication ,

of the child’s conceptual maturity. The test does not relate closely to any specific
aspect of the school beginners’ learning program. Howeyer, as is the case with
most tests of mores general intellectual functioning, the abilities required for
successful completion of the items of the Figure Formation Test have undoubtedly
some bearing on other areas of perception and learning.

The ability to recognize familiar objects and to separate essentjal from non-
essential parts of the whole (Sattler, 1974) and, perhaps more importantly, the
ability to visualize the component parts of a concrete object and to assemble these

“partsinto an imagmed whole involve visual closure. In other words, the child must
be able to Visualize the relationship of fragmented parts into a whole without
actually physically putting the parts together.

Techniques to aid the development of visual closure would emphasize familiar
objects and the relationship of parts to the whole. Manipulation of objects by the
child is important. Jigsaw puzzles of familiar objects, sewing cards, pictures which
can be cut into pieces and reassembled, and a variety of games can help. Simple
kits which can be built by the children, who may subsequently be asked to explain
various. parts of what has been built, and their function. Other exercises of visual
ciosure might include the following types of activities:

1 the identification of parts of the body

2 the search for and identiﬁcat'kon of objects in pictures

3 the identification of items or\ parts of items which have-been represented
incomectly in a picture

4 the completion of incomplete drawings -

5 matching of objects, colours, shapes, symbols, geometric forms, letters, etc.

6 the identification of groups or classes of objects in pictures.

—-- - --- An-understanding -of- position- in space is another ability assessed in the Figure

Formation. Test. In terms of academic skills, the child who has difficulty in the
| & .
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understanding of spatial relationships of the type presented in the items of the
Figure Foymation Test may be the individual who, without special atfention from
the teacher, might have difficulty in differeniiating between similar letters, such as
b and d; who might not recogmze the proper sequence of letters in words (e.g. who
might reverse letters and read ‘saw’ for ‘was’, or interchange letters in other ways);

who might not read or write letters in proper sequence within a sentence; or whose
letter formation in wmmg may be charecterized by rotations and mirror writing.

Another ability which may influence the performance on the Figure Formation
Testin some individuals is figure-background discrimination: that is, the ability to
perceive a stimulus apart fram its background. An individual who is deficient in
this aspect of visual perception may perceive all components of a picture with equal
strength. In ()ther words, he or she will be unable to focus on a central theme or
figure as opposed to the background.

Lhildren who are lacking in figure-ground discrimination ability often appear
disorganized and distracted. However, this type of distraction is not so much a
matter of shifting attention, as the fact that the individual cannot distinguish
background material from the stimulus under consideration, and thus loses the
meaning of the stiraulus and its relevance. Background material is moved inte the

- foreground and weakens, displaces, or even magks the stimulus. This deficiency

occurs in adults as well as in children, and can occur in other sensory areas (e g.in
auditory discrimination).

The consideration of performance scores obtained on the Figure Formation Test
in relation to the performance on the other tests of the ACER Early School Series
has been recommended earlier in this chapter.

Among children in the research samples, the test provnded valid diagnostic
information concerning various types of disadvantages. The finding of a
moderately high to high score on the Figure Formation Test combined with very low
scores in the language. or in the language and auditory analysis tests identified
children who, with extra help, were able to increase their language skills very much
faster than had been expected.

As a result of information obtained during trial testing, the performance of a
group of children with very low scores on the Number Test, but adequate to high
scores on the Figure Formation Test, was investigated further. It was shown that the
low scores these individuals had obtained on the Number Test were due to technical
and motor problems, rather than to an inability to perform the counting tasks
required by the items of the Number Test (Turner, 1978).
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Language skills are of central importance for human functioning. The facilitation
of language development is thus a vital concern for parents and all educators.
Although many divergent theories of language acquisition can be identified, a
dominant view has been expressed by Ruder (1972):

It is apparent that a theory of grammar must include phonology, syntax and semantics.

This is taking a rather broad view of grammar or of language, but it is upon such a
general vn?;rpoint of grammar that this psycholinguistic model of language acquisition is

. (p. ———
\ Other theorists have maintained that three levels of language can be id=ntified—a

\ Syntactic, a semantic, and a phonological level—and that, although each is
', governed by separate rules, all three levels are integrated (Roberts, 1964; Smith,
\1973; Smith and Miller, 1966; Solberg, 1973). *

"Perkins (1971), citing Lenneberg (1969), elaborated upon the nature of
language and upon the interrelatio'nsh\ip of its four components — phonemic,
moPghemic, syntactic, and semantic -~ elements and their changing
interre{ationships. ) .

Not a static product of the mind, it is the dynamic manifestation of the functioning of his

brain.\Every level of language — phonemic, morphemic, syntactic, and semantic—
facilitates the discrimination of relations among classes of objects as they belong to

different.classes. Never is a word a unique name for a single object. So in the broadest
. sense, a disorder of language impairs the ability to discriminate relations. (Perkins,
1971,'p.238) ' ‘
It has been emphasized frequently that children whose command of language is
adequate or ad\;anced seem to be able to cope better with the demands made by
. their environment, especially with school learning. Until relatively recently less
attention appears to have beeq given to frequently replicated research findings
which have shown the- importance of language development among early
=3 environmental, influences, in the development of thought processes and
il intelligence in young children (Carroll, 1966; Cazden, 1972; Hunt, 1961;
"""“"““"’V)Tgél'sky;‘“l96‘2):"’l’h“ese\“ reséarchiers argued--that- delayed, inadequate, and
restricted language development in young children has led not only to an

— 4
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. incomplete knowledge of syntax and to a severely restricted vocabulary in later
. life, but to lasting disadvantage (Bernstein, 1961; Labov, 1970).
For a large proportion of children in Australian schools, English is not the native
. language, nor the language spoken in the home, In many other cases the type or
e o style of English used in the home does not ‘match the English used in the
classroom. The phenomenon, irrespective of whether it is caused by a language
difference, a developmental deficit, or a combination of both, is characterized aptly
by Cazden (1972):

The language problems of, the educationally disadvantaged child are not merely
problems of expression or dialect. They are basically conzeptual problems . . . Most of
these children will remain confused throughout their sichool career unless they are
taught, starting now, the basic concepts and the mannvr in which these concepts are
expressed through the kind of language used in school. Most of these children will be
severely restricted in_their future ability to think and generalize unless they are taught
something about the basic structure of language and the basic concepts that will be used in
the classroom from the first day they enter the first grade . . . Educational programs in this
country are predicated on the student’s ability to use ... complex (standard English)
grammar. It is the form of English used in conveying information to students and it is
expected to be reproduced in their own writings and communication process. [t is not just
a matter of their having a different vocabulary due to different life experiences, but also of their
not having the same flexibility in manipulating words grammatically (p.62) . . . The student
is handicapped in his ability to communicate and to receive communications. Without
an adequate grasp, of language, it is impossible to cope with abstract ideas. For this
reason, children must be encouraged to develop their language. It enables them to
think. (p.63; italics not in original)
, It has been shown that early intervention can foster and expand the language skills
of disadvantaged and developmentally retarded children (Bereiter and Engelmann,
1966: Blank and Solomon, 1968; Dale, 1965; Drash, 1972; Eisenson, 1972; Guess,
. i Sailor, and Baer, 1974; Klaus and Gray, 1968; Luria andl Yudovich, 1971; Sloane
\ - and MacAuley, 1968). The basic aim of such intervention is to increase the child’s
) ability to understand language in a wide variety of areas, contact with some of
which the teacher may be providi=- © ¢ the child for the first time. An, effective
language development program must be based on the teacher’s knowledge of
language strengths and weaknesses of all children in the group. .
\ In considering possible areas for the valid assessment of langudge skills in school
R ; beginners, an attempt was made to select abilities which could be regarded as basic
- to the child’s ability to receive verbal co.)mmu'nications and. which, at the same
time, could be regarded as readily trainable. Cazden (1971) following Chomsky
(1965) stressed the importance of developing simple and more difficult language
skills in syntax and vocabulary as a first step.

In an empirical pilot study, a number of language samples were collected from
four-year-old native speakers of English who were attending kindergarten, and
, from children attending the same kindergarten whose home language was not
E English. Content analyses of the recorded samples resulted in the identification of .
| vocabulary, knowledge of prepositions, pronouns, verb tense, and genzral
| comprehension as major areas in which—significant—performance discrepancics;——-

_ between competent and advanced language users and linguistically disadvantaged
I T ehildren could be observeds T T T TS e Ty e
. A careful review of the literature supported this emphasis and led to the
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selection of the areas of syntax, comprehension, and word knowledge as domains
for the development of the tests of language skills in the ACER Early School
Series.

The specific syntactic structures to be assessed were selected so as to coincide
with the types of structures which had tended to be regarded as fundamental in
' syntax development in this age group in the research literature (Berko, 1958;
~ Brown, 1973; Brown and Fraser, 1964; Cazden; 1968; Frasér, Bellugi and Brown,
1963; Menyuk, 1963; Miller, 1973) Five separate tests were developed, each of
which emphasized one of the followmg syntactic structures: Prepositions, Verb
Tense, Pronouns, and Negation. These tests and the.Comprehension Test are
. described and discussed in Chapter 8. Chapter 9 discusses the Word Knowledge

Test.

The method of presentatlon adopted in Chapter 8 departs somewhat from that of
the previous chapters, in that the five tests are discussed together. The structure of
Chapter 8 is the same as that of Chapters 4 to 7, and of Chapter 9. The seven
section headings — Rationale, Description, etc. — used in the discussion of the
tests presented in Chapters 4 to 7 and in Chapter 9 have been adhered to in

. Chapter 8. However, instead of organizing the discussion of one test after another,
Chapter 8 is structured on the basis of the section headings, and the relevant
information concerning all five tests is reported together under each heading.

The reason for this departure from the general design is that the tests of syntactic
structures are less mdependent from each_other conceptually than the other tests.
They all assess competence in syntax although each test focuses on a different

. syntactic domain.

It is assumed that teachers wishing to assess language skills will usually make use
of all five tests. Tnis provides another reason why it may be appropriate to present
the rationale, description, implications, etc. of these assessment instruments in
one chapter.

e
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J

- " Prepositions Test
Verb Tense Test ~
Pronouns Test ) -
Negation Test "
Comprehension Test

Rationale < -

The general rationale for the inclusion of tests of syntax in the ACER Early School
Series ‘/as provided in the introductory pages on language skills in the previous
section of this Handbook, The choice of the syntactic structures to be covered by
these tests was determined by published research and on the basis of empirical
pilot data obtained from four- to four-and-a-half-year-old children in Australia.
The validity of the items constituting syntax tests is; based on published studies
which are generally tegarded as having provided replicable and authentic
descriptions of the acquisition of syntactic structures in the language of young
chilldren (Brown, 1973; Brown and Fraser, 1964; Cazden, 1963; Miller, 1973) and
research which has investigated and described the control young children have
over various aspects of English syntax (Berko, 1958; Menyuk, 1563, 1964).

A common assumption held until the late 1960s was that, by this stage, five-
year-olds have mastered the syntactic structures of their native language, and that
later developments consist mainly of the addition of a sophisticated vocabulary.
This view was challenged by Piaget’s research, which stressed that language
development is_dependent on more general mechanisms governing the child’s
overali cognitive develgpment. His studies on various categories of knowledge
showed that many crucial developments in lang?age and cognition take place well

beyond the age of five years. Sinclair’s (1967) study showed very «Jearly that many

componetits of syntdctical structures (e.g. prepasitions, prorouns, verb tenses)

* though present ina young child’s vocabulary were ot fully internalized nor used ~ -

as relational terms until the child’s corresponding concepts in conservation and

N . : >

}
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senanon h;g been mastered. On the basns of psycholinguistic research, Carol
Chomsky (1969) showed that the real understanding and mastery of complex
syntactical s ructares, such as complex adjectival, verbal, and pronoun
constructions, develop asavery gradual process extending over a number of years,
and that only the very basic to Is of language, such as frequently used prepostions,
~-verb form _and pronouns tend to have been acquired by the age of five years.
Other stuaies, w‘nch confirm that a considerable number of aspects of syntax are
not well establlshed in five-year-olds and that many interacting linguistic and
general cognitive problems ar involved include: in relation to English — Bever
(1970), Brown (1971), Cromer (1971), Gaer (1969), Hayhurst (1967), Limber
(1973), Maratsos (1976) Sheldon (1974), and Weil and Stenning (1978); in
relation to French -- Ferrelro (1971), Kail (1975), and Sinclair and Ferreiro
(1970) in relation to Swiss German - Caprez Sinclair, and Studer (1971); and in
relauon to Spanish — Ferreiro (1‘)74)

Nouns, verbs and verb tenses, and function words including preposmons and
pronouns have been regarded as among the most basic classes of words in the
child’s syntactic repertoire (Berko, 1958; Chapman, 1979; Clark, 1973; Slobin,
1967) and thus need to be assessed. A test of negatives has been included,
although some studies suggest (Bloom, 1970) that many children have no
problems with these symactlc constructions. The greater complexity of negative
linguistic constructions for children from non-English language backgrounds has
been noted in the literature (Bloom, 1970; Brown, 1973; Wode, 1977).

The remaihing area covered in the syntax tests of the ACER Early School Series
is listening comprehension. Comprehension is regarded as one of the categories of
language performaance (McNeill, 1966) and has been defined as ‘understanding’, a
concept which in the area of syntax implies the understanding of the structure of
sentences (Smith, 1973). The literature does not make it clear whether syntactic
structure is, in fact, the most important element in the ability to understand a
sentence. None the less, practice in general comprehénsion can be expected to be
of benefit to the child, not only in relation to general communication, but also in
relations 1o his or her ability to learn to read.

While some reading experts have assumed that word recogmuon and
comprehensnon are highly related (Durrell, 1968), others have argued that the
relationship is less substantial (e.g. Kendall an.; Hood, 1979; Wiener and Cromer,
1967). Both Cromer (1970) and Guthrie (1973) have concluded that there may be
two types of disabled readers, one type primarily deficient in word recognition
skills and the other primarily deficient in comprehension skills. -~ —_

It has been shown that readers with good comprehension but poor recognition
abilities ‘make errors that more often are contextually than graphically
constrained’ (Kendall and Hood, 1979, p.42). Cromer (1970) found that readers
with poor comprehension but adequate word recognmon skills fail to make
=eaningful relationiships smong words. The latter ability would seem to be
extremely important, anc  was thus regarded as hlghly desnrable to mclude a

The tests of prepositio:. rb tense, pronouns, and negation were designed to
Kl G
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provide the teactier with an indication of thc'; child’s comprehension of basic
syntactic structures.in a simplifred form so_ that any failure to comprehend a
particulr struct_are' is easily noticeable by the'teachgr. The Comprehension Test
requires a greater degree of attention, auditory memory, and the integration of
various pieces of information. This est, among oth,exl uses previously discussed,
should provide a means for the identification of those childfen who, while they can
understand a single sentence, find the concentraied listl]ening and interpretation of
morg’ggrpy_lgz._mate;iais such as stories, instruc‘tio‘ns dt school, etc., much mqre

- - -—difficult. . IS

Description - ‘ \ .

Syntactic Structures are assessed in a total of 43 items on the basis of the following

separate tests: ' '

Prepositions Test ( 9items) :

Verb Tense Test (9 items) ,
a2 Pronouns Tes: (11 items) :
_Negation Test. ( 8 items) =
. Comprehension Test  ( 6 items) - 4

Each item in all tests consists of 2 stimulus sentence or brief stimulus story read
by the tester, to which the child is required to respénd by indicating which one of
n array of four drawings best represents the stimulus pasSage. The recommended
esponse for group administration of the tests is thit the child place a crogs on the
correct picture. '. i

\Where possible, the items for each test were produced in such a way that they

would fit into a framework of story content which is _uniq‘ye to the particular test.

Fdr example, all items of the Prepositions Test relate to the activities of Sooty, the
cat, The Verb Tense Testis concarned with a family of bears. e -

The stimulus material for the Pronouns Test rélates to activities of a human

family. The items for the Negation and Comprehension Tests are less uniform in‘

contgnt. The reason for tt'p was that preliminary item trials had shown that a

. uniform story framework for these tests was more likely to provide the testee with

gxtraneous cues, thus decreasing the validity of the assessment of the target skills

of syntactic structure. : . . '

) Sqn e teachers may wish to use one or only some of the tests-Jhis would depend

on the purpose of assessment. The tests are suitable for use as achievement tests to

- assess the efficacy of teaching certain grammatical constructions. Wherever the

airJn is to obtain a more general impression of a child’s or a group’s language ability,

it is recommended that ail five tests be administered. The tests have been designed

,  to be as short as possible so as t0 provide the 'teachqr with a broad saniple of the
_child’s language functioning with minimal expenditure. of time. It is possible to ’
administer all five receptive language tests in one session. If this procedure is !
desired, i is recommended that the tests be pdministered in the order in which *

they are being presented in this Handbook, namely: Prepositions, Verb Tense,
. Pronouns, Negation, Comprehension. However, as each test~forms a self=" ™~

contained unit, it is not essential that the above order be followed. Wherever the
tests are administered over a number of sebsions, the order of administration ;

7.
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, depends on the preferences of the teacher All tests are suilable for retestmg
-purposes. . ¥ E/
The drawings are clear and srmple and contain little detarl ven individuals with
minor problems in visual acuity are not expected to 9Aence difficulties wrth
them.

-

- [ vy

~ Development \

The need to code the test items as prctures placed some constraints on the choice
of stimulus censtractions, For example only pfepositions and verb forms which
could be conveyed by relatively simple drawings could be rncluded in the tests. All,
items were initially tried ol.lt in one-to-one testing situations. Trial testrng took
place in groups of between. five and ten childrer. |
Research data on the tests were obtained from 217 school beginners after they
*had been at school for almost five months. The sample was drawn from five ,
Victorian schools. Two of these schools were situated i in the inner suburban area of
Melbourne which nas a hrgh incidence of children from non-English language
backgrounds. Language backgrounds in this group included Italian, Greek,
Macedonian, Portuguese, Serbo-Croatran Spanish, Turkish, and Vietnamese.
One school was from a hrgh socio-economic suburb ¢ Metbourne, one from ahigh
socio-economic area in a provmcral city, and one from a country area. Testing was ’
carried out in two sessions on consecutrve days for each child. ’

v

Admlnistration and Scoring

The time required for adminiStration of all five tests of syntax x depends on the ~
maturity and possible handicaps of the testee, and on the size of the group to whom
the tests are being admrnrstered During trial testing none of the tests required
more than 10 to 15 minutes, and it was found that on the Comprehension Test few
children required more than one minute per item. In fact, it was l‘ound that the
performarrces of slow responders tended not to improve when more time was |
allowed. In the other tests, most children requn‘ed no more than 30 seconds to |
{on*plete each item. All tests rncluded in the ACER Early School Serres are
designed to be power tests, not speed ie

As previously noted, the language tests cin be administered either in one’

session or over a period of time. If the latter procedure is adopted, it is suggested
that each one of the syntax tests be administere a total test in one session.
Fome of the other tests contained in the ACElf\é&i(ly School Series (e.g. the
Qludrtory Discrimination Test and Recognmon of Initial Consonant Sounds-Test) were
‘esrgned to be administered either as a whole or in part. Each one of the tests of
_ syntactic structure is so short that adminjstration in one session should not prove

tb be difficult even with very immature or otherwise handicapped individuals.

l Materials required for each test consist of the Directions for Administration for
the specific test which is to be' administered, a test 'bdoklet, cardboard marker, |

- crayongqrgpencrl for each child, and a spare test booklet which the tester uses for

demonstration purposes. The Drrectrons for, Administr: tron contain general and’
detarled instructions for the specific tests. The directions are in simple Englrsh and
should be read out in full for, each test item. /

® !
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Scoring ) : i )
A score key is provided with each set of tests. Scorin ¢ has been made as simple and
as fast as possible. One.point is given for each correc item. Possible points for each
item aré zero (0) or one (1). The raw score for each test is provided by the sum of
. correctly cOmpleted items. Tables 8.4 and A“.3 allow for the conversion of raw

scores to Rasch-scaled language ability sc_:ores".. ”

’

/s

Research Results | .
In this section, a summary is provided of the results obtained on the tests of . .
syntactic structures and the Comprehensiop, Test fr/o'm a sample of 217 school
beginners, described in the sectien on Development. All five tests were -
. administered to the children approximately f ve.months after the beginning of the

school year: Thes: research results are presented herego provide comparative data -

which may help users of the tests in the interpretation of their test results. J

Tables 8.1 to 8.5 describe the.performancé of the above sample on each of the i
syntax tests respectively. Differences in the number of children tested jN) resulted
from the fact that the tests were administered in two sessions and some children

_.were absent for one of these. § , P

Comparing the children’s performance relatingsto different aspects of syntax, a ' N
number of interesting observatiohs were made. None of the children in the sample
completed all of the items in the PrepositionsI Test correctly. Across the other four e
tests of syntactical structures, on the ‘average less than half of the children in the \:
total sample (i.e. X= 43 percent, SD = 14 pc';r cent) completed all items correctly. ‘
This proportion tises to an average of 53 per cent(SD ="14"percent) for childfen
whose native language is English, but an average of only 21 per cent (SDi= 15.0
pes cent) of children from non-English languhgc backgrounds tended to complete

" all'items of the Verb Tense, Pronouns, Negation, and Comprehensioi Tests correctly.

The Negation Test was found to be'the easiést test by all groups. Seventy-three :
per cent of native speakers of English, but o‘ply'44 per cent of the non-English
language background children completed all items of* this test correctly. The

"average item facilities were 94 per cent (SD = 3.9 per cen) and 80.2 per cent (SD
= 8.3 per cent) for the two groups gespectively.' ' .
The Pronouns Test was found to be the most difficult of the syntax tests for the
tqtal sample, as well as for the groups of native speakers,of English, and non-
English native language when analysed Separately. One third of the total sample
completed all items of this test correctly. Analyse;s according to language
background showed 42 per cent of the native speakers. of English but only 19 per
cent of* the non-English background group to complete all items correctly. The
average item ,facilities for the two groups were 88 per cent (SD = 8 per cent)‘and
66 per cent (SD = 6 per ceht) respectively. The orders of difficulty of the syntax
tests from easiest to most difficult. for the total sample, for native speakers of
English, and for children from non-English language backgrounds are shown in
Table 8.6 et ' o < )
~* While language background does niot appear to have influenced the order of ‘ “’cf
difficulty of the tests very much, the differences in relative performance between

the tests for non-English and English language background children may contain

useful diagnoztic hypotheses. . ’ B
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Table 8.1 =Preposilions Test: Performance oi} 217 School Beginners Five Months after
. the Beginning of the School Yearf |
- f Obtained scores -
. “ . Home language
> : Totz’l .
- sample’ - Non-English .English . A
. Mode . L g | 7 (19%) 8 (56%) -
., Median > 7 5 8
Mean 65 s 51 1.2
SD LW 1.8 L1,
SE , - 0.1 02 . 0.1
- . Averagenem ac:llty N 83.9% 67.9% T91.1%
« SD - : s A1.5% 21.8% "% . ,8.5% "
KR 20 . . © 7 0.68
N o ' 217
’
- § .
i , ’
Table 8.2 Verb Tense Test: Performance of 214 School Beginners Five l\ onths after
ihe Beginning of the School Year .~ - + “\: by
T ’ Obtained scores W
\ Home i_angﬁage ‘Q\:
¢ Total : Y
. sample ~ - Nor-Epglish English™> |
. ¢ Mode PR 9 (38%) 8 (29%) 9488 ~ -
*  Median’ - 8 °1 ’ 8. W
" Mean. 1.7 6.4 8.2
SD _ 1.6 2.1 . 08 [
SE ; 0.1 .03 0.8
Average item facnlny 85.5% *71.1% .91.9%
'SD 14.0% 20.0% 12.0%
. +KR20 0.71 0.7 020
N 214 © 63 151 N
i o
o o e eI |
'\u\‘.{’\‘h _
\,\:%#-"&» e ’ ; A
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A Table8 3 Pronounn\'\l‘est P onnanee of 214 School Beginners Five Months after the
' Beainnin oi the § ool Year ‘ ‘
. 1 ‘ \ - Obtained scores \
- . ;T i ‘ .Hgmje language \\'
- | Total K ) T : \
: o ‘ _sample _ Non-English i English
C 2 > Mode 1G3%) ., 1909 [ 1162
-0 Median 10 7 +( ;10 \
Mean . , \ 8.8 X i 10.0
sD i ‘ 2.6 3.0 1.7
o ~SE 0.2 i. 0.4 , 0l \
by Av€rage item facility 80.1%. - 61.1% 3 88.1% | -
D 8.8% 11.5% . i 8.2% \\
/KR20 . 0.82 0.80 i 0.66 \
J "/ N 214 64 i 150 |
‘- “- 1 \
. . ! )
"% . - - - 1 \
*. \
— ! \
gi i : ~ E " ,
! g A
. h ) \
Table 8.4 Negaiion Test: Performanoe of 216 School Beginners Five MUnths after the
i Beginning of the School Year \
’ - - . Obtained scores I i ) ‘
' .t , Horne/language : “"‘r'
' , Total 4 i
- sample Non-English Engllsh \\ -
’* Mode 8 (64%) 8 (44%) 8 (73%) \
Median 8 : 7 - N 8 |
Mean - 13 6.4 ) 76 —
SD 1.3 1.9 0.7
. SE T 0.1° 0.2 . 0.1 a
‘e " Avefage uem/faclllty 90 7% 80.2% 94.0%
- - SD Y 5.2% 8.3% 3.9%
i KR20 0.72 0.76 0.09
| 216 66 150
- L
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Table 8.5 Cbmprepension Te st: Performance of 214 School Beginners Five Months
°  after the Beginning of the School Year

. Obtained scores i
° |- Home:language
Total
, sample ' Non-English English
-Mode SR 6 (39%) 5 (34%) 6 (48%)
Median ] 5 5 5
Mean s 4.8 4.1 .52
SD 1.2 1.4 1.0
SE 5 0.1 02 0.1
Average item facility ..%: ¢+ 8L5% 69.2% T 86.5%
sD L 8.1% 13.7% 6.6%
KR 20 . \ 0.55 0.50 0.35~_
N ’ 214 65 149
Although the performande of the non-English language background group was
far poorer on all tests than{the performance of the groups of native speakers of

differ for the two groups. It)is noted ihat some items seemed pflatively easier than

_others for the non-Engl‘is, background group, but not for the native speakers of
English. Reasons for *ais are unclear. A possible explanation is that certain items
may elicit different skillg froni_pative sp‘e*akers than from second or subsequent
langyage learners. Other explanations might beselated to differences in effort and
attention in some non-English backgrous “Children, and to other compensatory
mechanisms. The perfqrmance of the n n-English group "vas certainly more varied
than that of the group of native speakers, as reflected by the consistently larger
standard deviations 0! tained for the forr/ner group in all tests.

__._Tables &71) 8.11 show for each test the difficulty found by children in the total
.sample, the non-Engl{sh background group, and the native speakers of English for
eachitem. The facility of each item is expressed by the percentage of children who
completed the item correctly. The order of items for the final version of each test

English, the relative ranking of difficulty for some i'ndividua.l(i!ems was shown to

! was détermingd by thesperformance of the total sample.

Table 8.6 Tests of S;ntax: Order of Difficulty from Easiest to Most Difficuit

P

[l

. Home language
Test ) -+ Total sample * English Non-English

Negation (64%: 91%)? (73%; 94%) (44%; 80%)
VerbTense (38%; 86%) (48%; 92%) . (18%; 69%)
Comprehension (39%; 81%) (48%; 87%) © (13%; 71%)
Prepositions (0%; 84%) o (0%; 91%) (0%:, 68%)
Pronouns - (33%; 80%) (42%:; 88%) (11%:; 61%)
a The ‘percentages in, brackets indicate the proportion of the sam>le corapleting the total

test correctly, and the average facility of the items in each test -~

. : K
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Table 8.7 Prepositions Test: Item Difficulties Expressed as Percentage Correct

- . - ==~ . Home language
. Total 7
Item ’ sample Non-English English
1 10 . 100 100 .
2 95 91 97 .
3 92 87 H 94
<4 90 76 96
5 ’ 87 - _ 66 : 96
6 79 . A7 .93 .
7 72 T 637 89
8 n ! 81 -
9 . " 68 S 56 74 ..
N - ) 217 : 68 , 149

Table 8.8 Verb Tense Test: Item Difficulties Expressed as Percentage Correct

Home language

Total

Item - sample ) Non-English English
1 96 ~ 90 98
2 94 .86 98
3 - 93 83 98
4 93 - 78 100
.8 90 68 99
6. 89 73 95
7 87 . 79 90
8 79 59 87
9 ! 51 24 62
N ! 214 63 151 .

Table 8.9 Pronouns Test: Item Difficulties Expressed as Percentage Correct

. Home language

Total
Iterh sample .+ Non-English English
1 88 67 ' 97
2 87 0 95 .
3 - 86 71 "9
4 86 69 93
5 &6 : €3 95
6 ' 84 66 91
7 81 53 91 )
8 81 66 87
9 . S £ ‘ 56 ., 8l ©
10 - 67 50 i 75
11 62 . 3¢ . 73
N. 214 64 150
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Table 8.16 Negation"l‘est: Item Difficuities Expressed as lfercentage Correct

Home language

Total
Item sample Non-English English
1 98 92 93
2 94 83 99
3 93 86 .9
4 93 86 95
5 91 77 97
6 90 80 95
7 { 86 68 90
8 81 70 87
N 216 66 150

"3

Table 8.11 Comprehension Test: Item Difficulties Expressed aé Percentgge Correct

Home language

Total
Item sample Non-English English
1 95 . 92 97
2 86 74 , 91
3 19 7 81
4 79 62 86
5 79 63 85
6 ) ‘52 79
N 214 65 149
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Table 8.12 Prepositions T st: Rasch-scaled Item Difficulty Estimates (Di) and

‘Standard Errors (SEpy
' ‘Home language
Total sample Non-English English
. éem Di__ - SEp; Di SEpi Di SEpi
LI : . ’
2 .. §6.1 - 1.0 57.7 1.5 594 1.3
°3 54.8 1.0 549 - 1.4 56.0 13
4 54.6 1.0 53.9 1.4 52.2 14
5 52.1 1.0 —528— 1.4 48.8 1.7
6 48.6 L1 50.1 LS~ 482 1.8
- T 46.7 1.3 46.9 1.7 459¢ - 22
8 45.4 1.4 423 23 © 459 T2
_9_ 418 1.8 41.3 2.4 - 43,6 2.6
X - - 3500 50.0 : 50.0
SD 5.2 6.0 5.5
N 128 128 62 - 62 66 66

a ltem 1 was excluded becayse Rasch analyses reject items which all subjects in the
sample complete correctly or incorrectly.

Interpretation of Scores

Tables 8.12 to 8.16 show the estimates of Rasch item difficulties (Di) and standard
errors (SEp;) for the difficulty estimates for each item in the total sample, the
group of non-English background children, and the sanple of aative speakers of

English.
L 3
. Table 8.13 Verb Tense Test: Rasch-scaled Item Difficulty Estimates (D) and
Standard Errors (SEpy) .
' * Home language
) Total sample Non-English ‘ English
Item Di - SEp Di - SEp, * Di SEp,
1 65.6 1.1 _ 666 2.5. 67.1 1.3
2 544 1.0 54.1 1.7 56.6 1.3
3 5090 'Lt <513 1.7 55.1 1.4
2 4 49.7 1.2\. 498 . 1.8 50.8 1.9
5 48.8 1.3 48.1 15 46.3 2.9
6 46.1 1.5 47.5 2.0 46.3 2.9
. 7 16.1 1.5 15.2 2.1 46.3 29
g 45.2 1.6 4.7 » 2.3 40.8 4.9
9 43.4 1.9 418 2.7 4038 49
X 50.0 ' 50.0: ) ¢ 50.0
SD €7 - .12 8.5
N A 133 133 55 55 78 78
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< A : .
A Table8.14 Pronouns Test: Rasch-scaled Item Difficulty Estimates (Di) and Standard
" Errors (SEpy) \\
’ - Home language \
Total sample Non-Englisﬁ English \\
Item Di SEp; Di SEp; > Di 4 SEp; \\\ .
1 570 - 10 ST 1.7 578 1.1 N
55.0 1.0 53.1 1.6 571.0 . 1.1 - \\
3 52.9 i 1.0 51.8 1.6 . 54.7 1.2
4 50.0 . 1.7 51.4 1.5 51.6 14
S 50.0 1.1 493 1.6 49.6 1.5
6 48.8 1.1 48.9 1.6 49.1 1.6 .
7 41.9 1.2 48.9 1.6 49.1 1.6 \
8 47.7_ 1.2 48.4 1.6 474 1.8
-9 47.4 1.2 48.0 1.6 46.2 20
10 46.9 1.3 41.5 1.7 454 2.1
11 46.4 . ‘45.5 1.8- 42.2 2.7
. X 50.0 . 500 500 - .
SD 3.5 3.2 > 49
N 144 144 57 57. 87 87
-, Table 8.15 Negation Test: Rasch-scaled 1tem Difficulty E3timates (Di) and Standard !
' Ezrors (SEpp -
i . Home language }
. Total sample Non-English English
Item: Di SEp; --Di SEp; Di SEp;
1 56.8 1.2 55.5 1.8 59.0 i.5
; 2 54.3 1.2 54.9 1.8 53.8 1.8
’ 3 51.2 1.4 51.9 1.9 52.4 1.9
{4 50.8 1.4 50.5 1.9 51.6 2.0
5 49.2 1.5 49.1 2.0 50.7 2.1
6 48.8 1.5 415 22 497 23 '
7 473 1.7 41.5 2.2 41.4 49
8’ 414 -2.7 i 43.0 2.9 41.4 49
X R 50.0 50.0 50.0 X -
’ SD -4.6 41, -~ 5.0
TN 77 . 77 36 7 2 41 . 4
.
. o, .
{
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Table 8.16 Comprehension Test: Rasc’lf-scaled Item Difficulty Estimates (Di) and -
Standard Errors (SEp,) o )
R ‘ . Home language
) . Total sample Non-English - "English
Item -Di SEp; Di SEp; Di SEp;
1 54.5 09 - 552 16 54.1 11
2 517 » 1.0 - 52.7 1.5 ~ 53.0 L2
.3 517\ 10 23 LS 51.2 13 .
4 51.7 \ 10 49.7 1.6 509 . 1.3
5 48.. 1.1 49.2 1.6 48.3 1.5
6 ' 418 1.7 40.9 2.6 42.5 23
L 50.0- 50.0 S0.0
SD . 44 5.0 42
M N 130 +130 53 53 71 71 T

None of the tests showed static.ically significant differences in the item
difficulties between the non-English languagc;, background group and the native
speakers of English.

. Tables 8.17 to 8.21 contain the Rasch ability estimates (Ai) and the standard
errors (SE,;) for each estimate for the tests.
< . Inspection of Tables 8.17 to 8.21 shows that the ability estimates obtained from
thb." raw scores show very close agreement between the non-English and the
) English language background groups and the total sample. This provides evidence =
v . for the stability of the ability estimates obtained by the Rasch method. In this type
of measurement.mogel, the ability estimate obtained from the raw score on a test
is quite independent of the characteristics of the sample of children from which it
was obtained. Tne ability estimate for an indiyidual will thus be the same, no
matter in which group of tests he or she was assessed.

Table 8.17 Prepositions Test: {Rasch Ability Estimates (A} and Standard Errors
. (SExp) ’ : ) s

»

Home language

Total sample " Non-English ) English /
Raw - - ' f
N score - Ai SE; Ai SEa; Ai SEa
\ 1 39.3 5.8 38.8 6.0 39.2 | 6.0
2 44.0 4.5 439 4.6 4390 4.6
! 3 47.2 4.0 . 471 4.1 47.2 4.1
N 4 o 50.0 3.9 . 50.0 40 50.0 3.9
: - 5 52.8 4.0 529, - 4.1° 528 - . 4.1
6 56.0 4.5 © 56,3 4.6 56.1 4.6
-1 60.7 58 61.2 6.0 60.8 5.0
N - 128 128 62 62 66 66
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Table 8. 18 Verb Tense Test: Rasch Ability Estimates (AD) and Standard Errors

! 4 (SEM)
Home language | .
Total samplz Non-English ) English

Item Ai SE4j Ai SE; Ai SEai

1 . 315 6.4 371 6.5 36.0 7.1 -
o2 . 42.5 4.8 L4222 | 050 41.6 5.4 .

3 458 .43 45.7 44 45.3 4.8

4 \ 487 . 40 48.6 4.1 51.5 4.5: .

5 513 40 . 514 4.1 515 . 45

6 543 4.3 54.3 44 - - 547 48 7

7 : : 48 57.8 50 584 5.4 )

8 . 62.5 . 64 62.9 65 . 64.0 7.1 .

N 133 " 133 5% $5 « 78 8 - z

\**T{bl\e!i}w Pronouns Test: Rasch Ability Estimates (Ai) and Standard Errors (SEAD

S— Home language.

Total sample . Non-English - . English
Item AT~ SE,; AP SEa; Ai SE,;
1 38.3 5.2 38.7 5.2 376 . .56 )
2 42.5 3.9 42.6 3.9 41.9 42 : )
3 451 34 45.2 3.4. 44.7 3.6 )
T 472 3.1 472 31 47.0 34,
) 5 . 49.1 3.0 49.1 3.0 49.0, 3.2 -
6 50.9 3.0 50.9 30 ° 510 . 3.2 *
1 52.8 3.1 T 528 3.1 53.0 . 34 t
8 . 549 3.4 54.8 3.4 55.3 3.6 K
- 9 57.5 3.9 57.4 3.9 - 58.1 4.2 -
10 61.5 5.2 61.3 52 624 5.6 ) e
N 144 - 144 s? 57 . 81 - 87 :

13

- Table 8,20 Negation Test: Rasch Ability Estimates (AD) and Standard Errors (SE,p

: Home language
¢ Total sample Non-Enghsh - English

Raw ° . -
‘Score Ai SEai” Al SE; Al SE4; .
1, 39.7 5.7 40.0 5.7 . 38.8 6.l .
2 44.2 . 44 44.3 44 43.7 4.7 .
3 473 3.9 47.4 3.9 47.1 4.2 »
4 50.0 38 50.0 38 "50.0 4.1
5 W 52.7 3.9 52.6 3.9 529 4.2
6 . 55.8 44 55.7 - 44, 56.3 4.1 .
7 60.3 57 -~ 60.0 .5.7 61.2 6.1 L.
N .

77 77 36 36 . , 4l 41
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Table 8.21 Compreheasion Test: Rasch Ability Estimates (A.i) and St;mdard Errors
(SEap '
‘ . Home language
Total sample Non-English . English

Raw . )
. score Ai SEai° Ai SEa; Ai SE;

1 416 - 57 o 41.3 6.0 "41.7 5.6
.2 46.6 4.5 46.2 4.1 46.4 4.5
3 50.0 Y42 7 50.0 4.5 - 500 4.2

4 536 . 4.5 53.8 4.7 53.6 4.5

5 . 584 5.7 . 58,7 6.0’ 58.2 5.6
“N 130 130 - 53 53 71 n

Pearson’s ‘r’ correlation coefficients beiween the item difficulties and the ability
estimates based on raw scores for the two samples (i.e. non-English and English
language background) were computed and are shown'in Table 8.22.

A perfect correlation between the ability estimates made on the basis of the raw
scores for non-English and English language groups shows that the conversion
from a specific raw s¢ore to 2 Rasch ability estimate is constant across samples and

. testing situations.

Implications

The more complex a behaviour the more difficult it is to assess its validity and
reliability:
The measurements we make can never capture all?fhe complexity, nuances, and diverse
manifestations of (language) behavior. We can only selectively sample some subset of
that behavior in certain situations and, from the sample, infer availability of the full
range of the behaviour in all the situations which call for it. (Lamberts, 1979, p.272)

Each of the tests of syntax contained in the ACER Early School Series assesses the
child’s undertanding of a particular set of linguistic constructs by presenting a
small sample of exampleés from that domain. For, example, the set of nine
frequently occurring prepositions ‘or that of 11 pronouns are samples only of the

9 i

Table 8.22 Tests of Syntactic Structure: Correlations between Item Difficulties (D)
and between Ability Estimates Obtained in Two Independent Samples
.7 i

’

Correlation between non-English and English language

.. . background groups
Test Di % Ai
Prepositions .90 1.00
Vérb Tense A . 917 1.00
Pronouns - .95 . . 1.00
Negazion : ..89 . 1.00
Comprehension e .98 1.00
- ~a
%
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| ' : . "

l.f;\ - child’s repertoire in these domains. The individ: *’s performance on each of the/

T . tests leads the teacher to infer that the child has reached an understanding of the
: basic syntactic structures involved. ) ‘

Another important consideration needs to be raised at this point. Language
competence is comprised ¢f both comprehension and production, that is, reception
and expression. In othzr words the individual’s use of language involves the ability

.to understand messages produced by others as well as the ability to emit vocal
messages. : .

Inaccordance with the widely held notion that children tend to understand much

more than they themselves can express,| linguistics experts have argued that
. recepu~e language 'tests best reveal the individual’s language ability (Beliugi-

Klima, 1968). These researchers have suggested that comprehension tasks place a

considerably greater burden on knowledge of language, and thus tend to provide

better measurss of competence,. than verbal, expression. Clark, Huicheson, and

Van Buren (1974) provided strong arguments for the view that to talk may be

ezsier for the voung child than understanding the talk of others (i.e. \\ .
‘ co.pp;ehension). The reason given for this is that, if the child is talking, ‘he will be
s remarking on those aspects of the situauor which for him are prominent’ (Clark et:
al., 1974, p.49). However, when required_to_comprehend the words spoken by
another person, the child ‘must redifect his attention to attain their view of the
situation’ (Clark et al., 1974, p.49). Itis suggested that this adjustment of attention
required in the latter instance may often be difficult for children to make (Clark et
al., 1974, Lamboerts, 1979). . Tow

Those interested in the psycholinéuistic debate of whether and, if so, to whit
degree children’s ability to comprehend syntactic and other linguistic structures is
more or less advanced than their ability to express themselves are referred to the -
work by Ingram (1974, 1976). However, no matter which side of this theoretical
issue one might support, it must be accepted that an assessment of. the child’s
competence in language should involve samples of both recePtive und expressive ! , i
language. P

A previously mentioned major constraint placed on the construction of the
ACER Early School Series was that all tests had to providé the possibility of being
administered as paper and pencil tests. e C

It is important, therefore,, for the teacher to complement the information
obtained on the basis of ;ﬁe\re,ceptive language tests contained in the ACER Early ’ )
School Series by samples of the child’s ability in expressive language. In this ’
context a warning exp?essed by Lamberts (1979) may be useful: .

]

A

! Teachers must become more careful not to overestimaté the child’s linguistic ability on .
the basis of correct responses to instructions or other verbalizations which arise in‘the
context of daily activities. Children learn to respond to the whole context of messages
addressed.to them in more or less routine contexts. On the basis of . . . past experiences,
they forf expectancies as to the most likely verbal message given to them in such
contexts and thus may be able to respond appropriately even if they do not fully
understnd the message itself ... Adults typically accompany their instructions-with /° . .
. many pon-verbal cues in the form of bodily or facial gestures which will aid the child’s
interpretation.-(p,273) . ' . .

[ ~ H

;o
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/
a To assess an individual’s ability to respond tl language rather than to the total set’
- of cues contained in the communication srtuatron, the tester needs to delete all
J non-language cues which the child might utilize to interpret the verbal messlage

(e.g. Chapman, 1972; Clark et al., 1974; Lamberts, 1979; Mittler, 1976). l /

Berko (1958) developed an ingenious technique of testing which has been used
both with retarded and normal children, and which cdn easily be adapted by1 e
teacher. The method consists of presentmg the .child with pairs of drawrpgs
representing lmagmary figures which have been given a name (e.g. ‘wug’). The
test is made up of 27 items covering coptmon syntactic structures such as plurals',

. pronouns, cornparatrve/superlt\twe forms of adjectives, past tense, etc. Thechildis

shown the pictures and required. to give their namé, in Gther wo{ds to say the
required grammatical form. 5

A number of American standardized tests of expressive language exist. Like
Berko’s (1958) method, all these instruments require individual testing in one-to-
one situations. Examples of such tests are Elicited Language Inventory (Carrow,
1974); Michigan Picture Inventory (Lerea, 1962): Northwestern Syntax Screening
Test (Lee, 1969); Sentence Imitation Test (Menyuk, 1963; 1964); Sentence
Repetition Test (A'nastasro»[/ and Hanes, 1974); Stephens Oral/ Language
Screening Test — SOLST (Slepnens, 1977). . . /

Intervention strategies and rrmedratron procedures will mclude practrce in
simple and increasingly more difficult forms of syntax a‘ndtvocabulary

To provide a ready starting point for intervention, each test ifem’ m &mithe syntax

forms a starting point for the development of a teaching sequence on the particular
aspect of language under scrutiny. \

In the array of pictures making up each item, the picture representing the correct
response is accompanred by three drstra('\tors which illustrate related structures or
concepts. The child’s test performance provides diagnostic information which
|nd|cates where special help is required. The distractor pictures in each item
suggest to,the teacher initial exténsions 4nd alternatives. For example, the item
‘on’ i3 arcompanled by plctures which illustrate the concepts ‘under’, ‘beside’ and
‘away from’; the picture which illustrates ‘over’ is accompanied by pictures which
illustrate ‘on’, ‘in front of", ‘beside’. Thus, in : addition to using the tests to pinpoint
possiblé language difficulties; the teacher can find a wealth of related material
which can be*incorporated into th/e language program. - o

Because the tests require only 4 marking or pointing response, they allow the
teacher to make some assessment of the language comprehensron of those
children who are extremely tiniid, who have - severe speech defect, who are
aphasic, or whose spoken English is not yet sul’ﬁcrently ﬂuent for them tv
communicate freely.

B -

S

tests of the. ACER Early School Serres has been i /desrgned in such a*way—that—rt———‘
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K /o
s>+ Rationale { T o .
A- careful review of the | literature - describing educational %fesearch into word
‘*+ . " knowledge showed two major focuses, namely studies ai led a'§ the estimation of
X " total vocabulary size (e.g./Barbe and Abbott, 1975; Dolch, 1936; Lorge and Chall,
-, 1963; Rinsland, 1945; Smith, 1941) and research_investigating correlations
. tetweemrword knowledge and performarice on intelligence (Dunn, 1965; Jordan,
v \\1978; Zigler, Abelson, ang Seitz, 1973) and school achievement tests (e.g. Loban,
vN963). .. 0 ] ; T ‘
. ; \ It has been-pointed out that, because of the need to keep the length of tests to &
o ~ reasonable limit, and as\:L result of the procedure of treating the meaning of 2 word
- . ‘as adiscrete ‘bit’ of ipf#‘rmaﬁo‘n‘ hich the child possesses or does not possess,
o Z’; _word knowledge tests tend to provide a gather limited if not invalid assessment of
— ¥ "the child’s ability to usé and comprehend words. Cazden (1971), ‘for example, |
f _, Teminds the users of suich tests as. the Peabody Picture Vocabul&ry, Test that

" vocabulary gr]iow'/th is just as much.the growth and extended enrichment of

met’mings’ for words alreddy in the child’s repertoire as the addition of new words.

. The aimof'the Word Knowledge Test contained in the ACER Early Schoot Series

is neither to qstimate the size of an individual’s vocabulary, nor tp assess a wide

},'},;' . range of combrehension abili\y. lnsteag the Word Knowledge Test yas designed to

] identify those, children who may be unableto comprehend a sample of English

ot words which many teachbrs in Australia would expect to be part of the_vo‘cabulary !

) of a five-year-old child. L T . i

, Individuals for whom fthe test is intended include the following groups: | |

' " (i).- school beginners ¥hos: uniderstanding of the English language is extremel ‘
limited, and for whom itimay be ’helpful‘to identify some words which are alread

known, as a stafting “point for communication and further vocdbiila If\ !

|

.
1 LAY

deyelopmeiit. Many of these children would be recent arrivals from noz-Englis

° _speakiig countries, and|children whosg hame- language is predomiﬁantl){éfqthl rov
than English; A S -2
(ii) children - {rom wn,-E?glish languag\e backgrounds Who, in sfﬁite\ of \ \
. . O, A . t . : \ .‘
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«mparemly adequate communication skllls, require a specnal language program
because of serious gaps in'their English vocabulary; ™

(iii) children who are suspected of having severe language limitatjons, either
hrough maturatlonal or social causes, and who will require specml help in
acqumng those language skills which are basic prerequisites to school learning
(particulaly to learning to read) and intellectual and socml development more
generally N -

(iv) cRildren with severe speech proble“ns, dnd mtellec /uaﬂ;' handncapped
chlldren and adults.’ ~ 3

It is suggested that the Word K owledge Test may ,dlso\be useful as an 7.

introductory instrument for speech patltnyologlsts Ap)msnc or extremely withdrawn

mdlvnduals and children who are too shy to communicate verbdlly with either the

teacher ,or peers can be tested with this test which does not require any

]. verbjh tion on the part of the testee. In specnax_;;l{cumsmnces (e,g. in cases ‘of -
_physijcal.disability) the response may be indicated by pointing, or elicited dlreétly
by th‘e ester who then records the response for the testee. The Word Knowledge ]

D Test also be used by kindergarten teach(.rs and by parents /
| Tesyifay als

Description ) : /
The Word Knowledge Testis a 38- item basal vocabulary test. The chlld is required
to respond to a stimulus word spoken by the. tester by selectmz, the correct picture
from an array of four conceptually related black anh whiic line, drawmgs The child
reco éds his or.her response to the stimulus word by pldcmg, a cross (X} on the
corréct picture in the expendable test booklet. N

"l;he drawings are simple and easily discernible. '[he four,,picgures pertaining to

.

one item are arranged'i:‘. ‘one row.

‘
I3

Development / -
The basic item pool for the development of the W?’d Kno vledge Test was provided
_ by vocabularg lists and sub-tests from a large range of currently used early
. childhood mteﬂlgence and dchlevement tests ahd A Word Lis: for Australian
Sch’m'(Radﬂ)rd 1960). Nine hundred and sixty, words_from these sources were

listed alphabetlcally and submitted to a representauve sample of 120 teachers of
) |

school beginners in government and Catholic schools from three Australian Stdtes
The teacherls weré asked to select those words which they would expect all or f most
ﬁve-year-o;d children to be able to recognize and identify pictorially. Words which
were Judged to be in this category by at least 80 per cent of teachers were re-listed, “
and from, these words the stimulus words were derived by random selection.’
.Wheré p ssibwrds from the list- were used as distractors,

To incfease the validity of.this type of assessment of the chllq 3 understandmg of '
each stimulus word, the thgee distractor illustrations are from the same category of -
objects. For example the target word *bik+’ is grouped with other nouns from the

_ categor “transport’ (i.e. a train, g truck, and a car). The target word ‘hammer’ is -
§

g
~

grouped with distractors from the category of ‘tool’. Other categones include |
anima s, parts of the bod objects in the child’s lmmedlfue environnient, and a

vanety of common ac lvmes . “,

:’ ‘ * | I
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Trlal data were obtained from a sample of 215 school begmners to whom the test
was administered five months after entry into school. The sample was drawn from
five Victorian schools. Two schools wére situated in the inner suburbs of

-Melbourne and had a high incidence of childrer: from non-English-speaking
backgrounds One of the schools was situated in a high socio-economic suburb of
Melbourne, one in a high socio-economic area in a provincial city, and ane in a
remote country area. The sample consisted of 150 children whose native language
was English, and 65 children who came from families which did not use English as
a language in the home.

In the.final version of the Word Know:edge Test, the items were ordered
according to their level of difficulty for the non-English background children.
Table 9.2 shows the item dlfﬁcultles for the English and the non-English language
background groups and for the't total sample. Rasch item difficulties and a means of
converting vaw scores into Rasch abilities are provided in Tables 9.3 and 9.4
respectively. However, Table A.3 in Appendix IV might be used more
conveniently for the conversion to Rasch ability estimates.

The validity of any set of word knowledge items depends toa large degree on the
circumstances and the purposes for which language is being used at any given time.
The time required for administration has to be weighed against the gain in
information resulting from lengthening a test. The words which made up the
source list for this test have been included as Appendix I. Some teachers may wish
to utilize these words, which appear frequently in tests and readers, in building up
language skills. For easy reference, these words have been presented in
alphaboetical order. ) ‘

Administration and Scoring }

The time required for administration of all 38 items depends on the maturity and

handicap of the testee and the size of the group of individuals to whom the test is
being administered.

During trial testing, the total time required to administer the test to groups of
five or six 5 to 5'%-year-old school beginners tended to be 15 to 20 minutes. The
ACER Early School Series tests are power tests, not speed tests. As pointed out in
the Directions for Administration the test can be administered in sections over a
number of days. Instructions for this procedure are provided immediately-
précedmg)he detailed directions for administering Example A.

Materials required consist of the Directions for Administration which contain
genéral and detailed instructions for test administration, a test booklet, cardboard
marker and a crayon or pencil for each child.

Full: instructions for the administration of the test are contained in the
Dlrectmns for Administration. Wording of the instructions is simple. The tester
says, for' ‘example: ’ f

Put y\our marker under the first row of pictures. '
Put a cross on ARM.

Put your marker under the next row.

Put a cross on BALL.

1
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Table 9.1 Word Kt'lc'mledge Test: Performance of 215 School Beginners after Five

* Months of Schooling
. ) ) Obtained scores & . }
- _ Hdme language = . -
[ . . Total -
sample Non-English English
Mode ) T 38 (27%) 35,_128%) . 38 (38%)
Median 3 N H A 1)
Mean ' 35.2 3114 368 . -
SD - . 39 T X IR 13 .
-SE 11 V23 0.7
Average item facility © 93.1% 84.6% - 96.8% '
sD 6.8% 14.0% a.5% °
KR 20 . 0.87 0.89 0.35
65 150 )

o

N - ’ j 215

‘Scoring ‘ .
A score key is provided. One point is given for each correct item. Possible points
for each item are zero (0) or one €1). The raw score on the test equals the number
of correct responses. The maximum obtainable raw score on the test is 38, Tables
9.4 and A.3 allow the cohversion, of raw scores to Rasch developmental ability
scores. ‘
Research Results - o _
“The information contained.in Tables 9.1 and 9.2 was derived from data analyses
based on classical test development procedures. Table 9.1 shows the results
obtained by the sample of 215 school beginners described in Chapter 3.
Table 9.1 shows that more than one third (38 per cent) of the children of English
language background obtained full marks on the test. The most frequently
obtained score, the average scores, and the average item facility in the non-English
language group were significantly lower than the equivalent scores obtained by
children of English language background. The larger standard deviations obtained
in the non-English language group reflect the greater variability in the
performances of this group. This finding is not unexpected if one considers that the
group of non-English background children consists not only of children of quite
heterogeneous language backgrounds, but that large variations in different
children’s exposure to the English languiage must be expected quite in addition to
possible maturational differences, and differences in linguistic talent. )
As noted previously, the Word Knowledge Test does not purport to assess 4 wide
range of language comprehersion or linguistic ability, but rather to provide the
teagher with a means. of identifying which children might be linguistically

disadvantaged as a result of their inability to- understand frequently occurring ¢

words which most teachers might expect to be understood by five-year-olds.
Conventional measures of internal test consistency are thus not really applicable,

* as the sets of items are not expected to provide a meaningful measure of the

I3
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Table 9.2 Word Knowledge Test: Item Difficulties® Obtained from a Sample of 215
chool Beglnners SN 1
[i Language spoken at home
Item ,‘ English Non-English Total
1 | drink 98.7 100.0 99.1
2 fish } 1000 ~ . ' 98.5 ) 99.5
3 horse '’ 100.0 ‘ . 98.5 99.5
4 sheep] -99.3 . 984 _ 98.1
5 sleep , 98.6 96.9 98.1
6 scnssors 97.8 . 96,9~ - 97.7
7 clock 99.3 96.9 98.6
8 fat 1 993 o ' 95.4 98.1
9 raper . 97.8 95.4 _ 97.2
10 finger ' 98.6 93.8 972
11 coat’ 93.6 93.8 93.2
12 bike 1000 - 93.8 98.1
13 iy'i‘n:dow . - " 98,6 . 92.3 96.7
14 brother R 97.8 92.3 96.3
15 hammer 100.0 90.8 ’ 97.2
16 man 100.0 90.8" 97.2
17 pig '100.0 90.8 97.2
18 ‘story 100.0 90.8 97.2
19+ fire - 993 89.2 96.3
20 grass ‘ 96.4 87.7 93.9
21 birthday, 94.3 ° . 87.7 92.6
22 paint ! 100.0 84.6 94.4,
23 fly 98.6 84.6 90.7
24 doctor 90.0 84.6 87.0
.25 sligié - 92.1 83.1 89.8
26" push 99.3 83.1 94.4
27 -bucket 99.3 81.5 94.9
28 laugh 95.7 81.5 91.6
29 beach 97,1 - 80.0 92.1
30" button - 100.0 © 754 92.6
31 knife’ 98.6 75.4 91.6
32 oid N ;- 964 75.4 ) 90.7
33 hdppy ’ 95.0 73.8 88.8
34 brush 95.7 70.8 88.4
35 garden 97.8 69.2 ’_89.3
36 fell 82.9 55.4 75.3
37 nest 92.1 52.3 80.5
38 glass 79.3 — 35.4 67.0

a Expressed as item facility, i.e. percentage correct

b
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linguistic competence of the mdlvndual The inability to comiplete ar item
pmpomts a gap in thé word knowledge of the mdlvrdua\ which the teacher is able
to temediate. The KR 20 values have been rep rted in Table 9.1 because, in the
case of the non-English background group and for the total sample, they reveal a
moderately high degree of internal consrstency in the test. The low KR 20 for the
. English-language group shows that the items have a low internal consrstency in the
assessment of the word knowledge for these children. An explanation may lie in
the fact that for most of the children in this group the test is very easy; the high
average scores and average item facility and the small standard deviation provide
further evidence for this. It is suggested that school beginners who are native
speakers of English in Australia would, in fact, understand the words contamed in
the test, and that any variations in the performances in this group are likely to be
the result of variables other than word knowledge (e.g. lack of attention, lack of
motivation, etc.).

Table 9.2 contains the difficulties for each ltem separately for the English and
rion-English language groups and for 'the total’'sample.

¥
i

Interpretatlon of Scores

For the other tests contained in the ACER Early School Sernes. Rasch-type ltem
analyses were conducted as part of the test development. It was found that the rank
order of Rasch item difficulties agreed basically with the rank order obtained in
conventional analyses. In the case of the Word Knowledge Test, this was not so. As
was discussed previously, standardization of the Word Knowledge Test is not
appropriate as the test is not aimea to measure general comprehensior:, linguistic
ability, or any other latent trait. The items in this test were thus ordered according
to their difficulty level for the non-English background school beginners.

The Rasch. calibration of the items of the Word Knowledge Test was conducted
solely to link this test into the series with the other tests which make up the ACER
Early School Series and to utilize, as in the case of the other tests, a common set of
scale values to represent th parameters of item difficulty and test performance of
individuals simultaneously. Table 9.3 shows the estimates of Rasch item difficulty
(Di) and standard errors (SEp;) of difficulties for the total sample, and separately
for the non-Eyslish and English language background groups.

The correlation between the Rasch item difficulties for the non-English and
English background groups was r = 0.62. No difference was found in \ne mean
item difficulty between non-English and Englisk language background children.
‘The performances of the English language group showed greater variation between
individuals than did the performances of the 'non-English language group. This
supports the previously suggested hypothesis that test scores in this test may be
influenced by different variables in the English and non-English background
groups. Further research into this matter may provide mterestmg and useful
information concerning the variables which may have influenced the performance
of native speakers of English. However, the present lack of explanation for the
performance of the native speakers of English, who would generally have been
expected to understand the stimulus words, does not affect the usefulness of the

-1
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"Table 9.3 Word Knowledge Test“Rmh—!tem—Diﬂlculﬁeé (Dl) and Standard Errors
(SEp) of Item mmguy Estimates |
. Total sample Nor-English g\glish
~ Item™~ Di - SEp . Di SEp; | Di .« - “SEp;
1, - 645 69 —-. 66.9 1.6 718, 2.0
¢ 2 64.5 6.9 " 626 1.5 60.8 3.1
; '3 64.5 6.9 61.8 1.5 69.3 22
’ 4 54.9 3.5 58.1 1.7 51.1 5.6
. 3 59.7 4.9 57,6 .17 55.7 140,
. 6 59.7.. 49 56.\; 18 572, - 3.7,
-2 7 569 - =40 .-56.1 1.8 539 . 4.3
‘ 8 *. 549 35 ©56.1 1.8 44.9 6.8
; 9 53.3 3.1 56.1 1.8 38.3 9.5
5549 3.5 54.5 2.0 51.7 4.8
470 2.0 539 . 20 55.7 4.0
54.9 3.5 53.9 2.0 ~44.9 6.8
520 29 53.2 2.0 44.9 6.8
50.0 2.5 532 2.0 60.8 3.0 .
52.0 2.9 325 2. 63.6 2.8
52.0 2.9 52:5 2.1 44.9 6.8
53.3 3.1 . 525 2.1 38.3 195
50.0 2.5 50.9 24 58.6 '35
~50.0. 2.5 50.9 24 539 - 43
-~ 50.0 2.5 49:9 2.5 44.9 6.8
., 46.5 2.0 48.9 2.7 8.3 9.5
4847 . 22 48.9 2.7 30.3 9.5
454 ..~ 19 489 . 27 . 383 95 ©
45.9 1.9 489 2.1° 38.3 9.5
48.4 2.2 476 ° 2.9 48.9 5.6
41.7 2.1 . 476 2.9 44.9 6.8
41.7 2.1 46.1 3.2 383 9.5
45.4 1.9 - 461 " 32 59.8. 3.3
- 45.4 1.9 46.1 3.2 44.9 6.8
- 44.4 L7 442 3.7 - 489 5.6 -
454 - 1.9 7 442 . 37 48.9 5.6
44.0 17 416 T 45 383 —4 95
42.1 L5 416 4.5 48.9 ‘5.6
'34.4 1.7 41.6 45 44.9 6.8,
2.9 1.6 372 6.3 38.3 9.5:
©39.0 1.3 37.2. 6.3 383 9.5
. 39.5 1.3 372 6.3 38.3 9.5
38.5 1.3 3.2 . . 6.3 44.9 6.8
50.00 © 5000 ¢ 48.56 .
6.80 7.16 9.25
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Word Knowledge Test for those_ children for whom it is actually intended; for
example, children {rom non- Englrsh -speaking backgrounds whose English is
severely limited or who have gaps in their Englrsh vocabulary, and individuals
from an Englrsh-speakrng background whose language development has been
negativeyy affected by general developmental, physrcal or social causes. The aims
and usage of the Word Knowledge Test have been discussed in more detail earlier in
this chapter

Table 9.4 describes the performances of the non- Englrsh language background :
chrldren the native speakers, and the results for the total sample in terins of Rasch
abilities (Al). An indication of the standard error (SE;) is"provided for each raw
score.

The correlation between the abilities of non- -English and English language
background children was found to be r = 0.98, which shows that the assessment
provided on the basis of the Rasch scaled Word Knowledge Test is not
discriminatory. The assessment of the relationship between the difficulty of an
|tem for a particular individual and his or her ability remains constant from group
to group and from item to item. For a further discussion of the assumptions of the
Rasch Model of measurement, its advantages, and the fit of the tests contained in
the ACER Early School Series, refer to Chapter 10.

lmphcattons

Children from non-English-speaking homes and children who for other reasons
have a limited_background of pre-school experience, who might be shy and
withdrawn, Who are rarely talked to, cr who have inadequate models for language
imitation will have an insufficient vocabulary As has been pointed out previously,
‘l’anguage development is vital not only to social adequacy but to intellectual
development and school success. "l !

lnterventron and remediation procedures need to stress the correct use of words
and expressions. Alihough collog ralrsms may be necessary, especially at the
‘béginning, replacement by generally’ acx:eptable English usage is desirable. The
Word Knowledge Test provides the teacher with an indication of at least some words
‘with which the child is familiar. This absesSment may help in the identification of a

__.starting point for vocabulary ennchment b‘rstenrng skills need to be developed.
Story telling, word and other attention games practice in following simple and
more complicated directions, the use of, puppets, etc. have traditionally been found
to constitute useful aids for the achievement of this.

The word knowledge of young children is basically comprised of labels for.
,common objects, events, and activities. The general vocabulary of any “individual
can be enlarged by a wide range-of e?(pcnences Material presented in picture
books, story telling, the manipulation of common objects,;and the discussion of
everyday events and experiences have traditionally provided the means to enlarge
and consolidate word knowledge. Practice is provided in the naming of objects and
parts of objects, and in the analysis of the functional relationships between the
parts. The ability of children to communicate their needs and ideas to others has
been especially emphasized (Cazden, 1972). Other unportant skills include the
ability to summarize events-and to predrct outcomes.

—
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- Table 94 Word Knowledge Test: Conversion of2 Raw Score to Rasch-scaled, Word
C— * Knowledge Score (Ai) and Standard Errors (SE,) 0
- " Total shmple Non-English English
Raw —
score ) Ad SE4; ‘Al SEaAi Ai SE;
R * 28 6.1 27 6.3 18, 9.1
T2 3 4.4 % 46 24 6.6
.3 35 3.6 35 3.7 29 54
2 4 37 3.2 37 3.3 31 4.8
5 - 39 29 38 3.0 33 4.3
6 40 27 . 40 2.8 .35 ~ 4.0
7 41 <25 41 - 2.6 37 3.8
‘ 8 42 2.4 4 2.5 38 3.6
9 c 44 23 43 24 39 3.4
LI 10 O 2.2 44 2.3 41 33
,1 11 - e 51 2.2 .44 2.2 42 3.2
12 61 -2.1 45 2.2 43 ° 3.1
13 - 47 2.1 54 2.1 4|4» 3.1
14 47 2.0 -+ 53 2.1 45 3.0
15 47 2.0 53 T2l 46~ 3.0
16 43 20 52 2.0 47 . 3.0
17 49 20 51 2.0 48 3.0
18 49 2.0 51 2.0 49 3.0
S . 50| 2.0 0. - 20 50 30 |
’ ‘20'} ) 51 2.0 51 2.0 51 3.0
"21 51 2.0 51 20 52 3.0
- *22 527 2.0 . 52 2.0 53 3.0
23 53 2.0 " 53 2.1 54 3.0
24 53 - 20 53 2.1 55 .3
25 54 - 21 54 2.1 56 © 31
26 55 2.1 55 2.2 57 3.3
27 55 22 56 23 58 3.2
28 56 22 56 2.3 59 3.3
R 517 2.3 57, 2.4 61 3.4
- 30 58 - 24 58 2.5 62 3.6
31 59 2.5 59 2.6 63 3.8
CTTr e TR . 60 2.7 60 - 2.8 ! 65 4.0
33 | 61 2.9 62 3.0 ' 67 4.3
k7 63, 32 63 3.3 69 4.8
35 AT 65 3.6 65 3.7 72 5.4
36 | 68 ""“""’~-~4:4--l 68 4.6 76 6.6
37 72 6.1 3 . 6.3 82 9.1 .,
38 72 6.1 - 173 . 6.3 82 9.1 |
X 2.8 51.3° 50.9
1.2 15.0

SD o

10.4
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1965 Savage, 1968, Wechsler, 1950, 1958 1966 1974) Researchers (e.g.

1974; Goldstein, 1966; John and Goldstern 1963; Luria and Yudovicit, 1971‘), '

have emphasized the importance of the knowledge of words and concepts which
have multiple reference, because such knowledge will facilitate categori ation, an
rmportant cognitive skill. Other areas of i importance include the learnin, of words
expressing quantity and quantitative relationships, and the vocabulary reflecting
relatronsllg ips between objects and events in time, and -space. .

Whether or not individualized intervention work has to be provide for a child_
depends-on the teacher’s judgment and assessment A number of commercrally
available programs and kits for vocabulary.and general language development may
provide useful ideas and appropriate activities. An example of such materials is the

G-

Peabody Language Development Kit published by American Gurdanceﬁervrce N

sources of practical suggestions include Buchanan (1967), Carroll (1966 Engel
(1966), Van Allen and Allen (1969), and many publrshed and unp! bllShed
materrals listed in the ERIC system S0 ,

..which is available from the -Australian Council for Educational ReSea[clE Other
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.~ THE MEASUREMENT MODEL

ADOPTED FOR THE ACER EARLY
SCHOOL SERIES

i
N

This chapter falls into three parts. A discussion of item difficulty in traditional test
theory is followed by a description of the Rasch (1960, 1966a, 1966b) approach to

_ the measurement of test difficulty and person ‘ability. In the third part, an

indication is provided of the degree to which the ACER Early School Series tests
meet the major assumptions of the Rasch model. -
Although this chapter is basically concemed with the discussion of a statistical
model (i.6. a model defined-by mathematical equations), every attemp!. has been
made to discuss matters in a relatively n?n-technical fashion, using a minimtim of
simple algebra to convey essential ideas. For readers who wish to pursue the

Al

technical points further, references are provided. \
4 . : " .

&

Mfasurgment in‘xﬁ:‘elation to Item Analysis Theory

As'was noted in Chapter 3, the interpretation of norm-referenced tests produces an
assessment of the child’s skills or other characteristics as they relate to those of
other individuals. Norm-referenced tests are not desighed to provide scores which
provide teachers with information concerning what the child is able or unable to
do. In the past, most educational tests were norm-referenced, as the major aim of
users was to compare, select, and group students for various purposes. The item
analysis procedures, traditionally used by test constructors, are appropriate for the
purposes of norm-referenced measurement. )

Generally speaking, the term ‘item analysis’ refers to the detailed investigation
of the responses of all testees in a trial sample to all test items. Each individuai’s
response fo each item on the test is recorded and the statistical characteristics of
each item are assessed mathematically. . ,

In traditional item analysis procedures, the two item characteristics derived are
item difficulty (or item facility) and a discrimination index. The item difficulty index
establishes how difficult an item was for the groip who took the test. This index is
derived by counting the number of individuals who did not complete the ite
correctly and by dividing this number by the total number of individuals wHo
attempted the itern. Conversely, the facility of an item is provided by the noumber

Y
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of persons who responded correctly divided by the total number who attempted to
solve the item. Theoretically item facility shows how easy the itém was for the
group of respondents. . o '

In most test manuals and statistical text books, no distinction is made between
item difficulty and item facility. Item difficulty is conventionally expressed as the. .
number of persons who passed the item divided by the total number cf persons; in
other words, in terms of item facility. Item facility is usually expressed as a
percentage. As a fo!'mula the facility d oi" an item i is derived as follows:

d,-f_x'; x100 - - .

where  d; stands for the facility ofitem # . . L
. n stands for the number of persons who com leted the item correctly; and
N stands for the totai number of persons wllo attempted the item. .

The item discrimination index.is a value which shows how well performance on an _
item separates high achievers from low achievers on the test. A commonly used
value is derived from a comparisen of the. number of individuals who responded *
correctly to the iteng, and whose p2:formance on the total tes} places them in the
highest 27 per cent of the total group of testees, with the number of individuals
who responded correctly to the item, but whose total performance places them in
the lowest 27 per cent. -~ . - P

It is obvious that traditional item characteristics obtained in the above
summarized manner are strongly dependent on the ability of the particular sample
or reference group from which they were obtained. This underlines the importance
of the validity of the sagnf)liqg procedures used in the establishment of norms for
norm-referenced tests. b ’

As noted previously, the choice of model on which to base the development of a
test has to be determined.by the type of use which is to be made of the test results, |
and on the nature of the variables or the behaviour which are to be assessed.

Traditional item analysis procedurés do not provide diagnostic information
which describes the child’s performance in terms of what he or she can or ¢dnnot
do. What is-equired for this type of assessment are item characteristigs and indices
of ability which are as independent as possible from the particular sampie in which
they are obtained. Used in the traditional way, normed sets of items cannot provide
generalizable diagnostic information concerning the.traits measured, because it
cannot be assumed that a given item requires a generally definable amount of skill
or ability. The proportion of the sampl&answering the item correctly will increase

.and decrease as the ability level of the group changes. In the same way the relative

ability or skill of an individual assessed by the items will vary according to the
ability of the group in which the test is taken.

. More tha‘gi()/—xea\rsago. Gulliksen (1950) suggested:

A significant contribution to item analysis theory would be the discovery of item
parameters that remained relatively stable as the item analysis group changed; or the
discovery of a law relating the changes in item parameters to changes in the group... As
yet there has been no systematic theoretical treatment of measures of item difficulty
directed particularly toward determining the nature of their variation with respect to
changes in group ability. Neither has the experimental work on item analysis been

% .

b

o




[:—""-. [N
ST~ ; S “

THE MEASUREMENT MODEL. - «
- . / . .G .

directed toward determining the relative invaria ance ofi ltem parameters wuh systematic
.~ changes in the ability level ofithe group tested” (p.393) . , - -

.v, Among early attempts to provnde a measure of item difficulty which would take
into account variations in the ability of samples are those of Thurstone and Tlmker
Thurstone’s (1947) method of difficulty calibration aimed to compensatewfé'r

- possible changes in group ability lével, when two different sets, of i*ems given io
two separate item analysis groups are to be equated The followmg exdmple will
describe thisywethod. =~ % . s S

A set of items making up Test W is given to group lancis then to be equated
N with a set of items making up Test Q which is given to grouip 2. A proportion of the
: itel'ns.from Test W, which is chosen from all levels of item difficulties contained in N
~~ —the t€s:, is included in Test Q and adrinistered to group 2 as part of Test Q. As a -
result of this procedure the percentage of respondents who complete these items
correctly is established for both groups 1-and 2. Plotting the difficulty vaiues of
¥ i “thesedtems obtained in the two groups against each other (i.e. using group 1 values
i ¥ as the abscissa and the group 2 values as the ordmate) the relationship of the two i .
¢ -sets of ’Values is represerited graphically. Thixrslone s -‘method provides for a
smoothed lme drawn through these values obtdmed from items which had been \
s administered to both groups =3 a basis for translating ¢ 1\fﬁculty values of all items
.administered to group 2 into dlﬂiculty values for group }.
Unfortundtely Thurstone’s method does not provide a sample independent

-

| { index of item difficulty because the item difficulties expressed as a percentage of

P correct  responses must be expected to change with any variation in the ability level

a of the group as part of Wwhich they are. obtamed . ;*.
. The measure of item difficulty proposed by Tucker (1952) involves plotting

against each- raw score group the proportion of individuals in that group who
correctly completed a given item, The raw score value at which the item’is equally
often answered correctly and failed is the dlfﬁcculty level assigned to the .tem.
There appears to be a lack of research inivestigating the invariance claimed for this
particular index. .
An lmumvely similar and highly promising dppdeCh to itern analysis, whlch
* attempts to overcome the problems of invariance.in indices of item difficulty, is .
. based on the work of the mathematician George Rasch. Rasch (1960) developed a
. number of mathemdtlcal models with the specific intention of developing a means , "
;. lo estimate person pardmeters (eg measures "of skills or abilities) and test
parameters (i.e. item dlfﬁculues) which can ‘be indepéndent of each other.

Desplte its undoubted promiise (Flscher, 1968, 1974; Keats, 1967, 1971) the
_model has! lonly recently begun to have an impact of the development of objective

. ‘tests. In the research hterature the impact-of the Rasch model is largely due to the

!  work of Wright (1967), ‘one of the first researchers to operduondllze the Rasch R

v model’ (Whitely and Dawis, 1974, p. 163) and his co! leagues at the University of
-@  Chicago (e.g. anht ind Douglas, 1977; Wright and Mead, 1977; Wright and-
Panchapakesan, 1969; Wright and Stone, 1979). Fischer (1968, 1974) and his
colleagues and doctoral students at the Umversny of Vienna (e.g. Allerup, Kempf,

e . Scheiblechner, Spddd, and Sydow) have been responSIble for the re- dxscovery and

-
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- development of the Rasch model and its contribution to the psychological and
educational literature in Europe. ., -

A major advantage and contribution to test design of the Rasch model is that it,
in effect, permits the development of ratio scales of abililty estimates and of the
difficulty of test items. Tests which are based on"a Rasch model of measurement
permit interpretative statemenfs such.as:

For Lisa, Test A (or item i) is twice as difficult as Test}i (or item j). In other words for

Lisa the probability of making an error%on Test A (or item i) is twice that of the pro-

babitity of her-making 4n error on Test B (or item j). It might also be shown that Lisa is
twice Lor Several times) as likely to make an.error on Test A as-John.

Another type of statement, which cbuld be made on the basis of ratio scale

measurement would be -
*Item a is twice as difﬁcul\ as item'b, therefore the likelihood of failingitem a is twice that

of failing item b. Mary has done well on item-a and similar items. Robert has done well

_ osnﬂ_item b. Mary is half d,s likely *o make an error on either type of item. .

Statements such as thosé presented in the above €Xamples cannot be made in\\\

relation to most tests which, are based on traditional test theory. For example, it

would be incorrect to-suggest that.a child with a’reading age of 11 years reads twice

as well or is half as likely td make errors in.reading as a child with a reading age of 5

years 6 months. No matter how valid and reliable the itelligence test, it would be

nonsensical to suggest that'ia person with ar 1Q of 140 is twice as intelligent, or half

as likely to make errors, as a person with an 1Q of 70. N
To summarize, the Rasch (1960, 1961, 1966a, 1966b) model of measurement

can lead to tests which, other things ‘equal, can provide estimates of person

characteristics (e.g. ability)'and item difficulty which are invariant no matter how

difficult the test items are, provided that the abilities of the testees are consjstent

with the difficulties of the tdst items. In these tests,the ratio of the difficulty of one

item (or set of items) to the; difficulty of another item (or set of items) is relatively

invariant irrespective of the ability level of the persons tested. Ability estimates

and estimates of item difficulty baszd on such 4 model ¢an certainly be expected to

come closer to measurement in the sense of the physical sciences, than” would

5 traditional psychometric tests. )
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“Theoretical Assumptions of the Rasch Model \ »
The two parameters-of rflajor toncern to Rasch as well as to most users -of
educational tests are: | : '
A = the ability or skill of an individual (or the ability of a group of individuals in
the sense that several individuals may perform at the same level of ability or skill),
and L )
D = the difficulty of an item. , . ) R

The important assumption made by Rasch, which would seem highly logical to
most educators, is that the probability pof a person m passing an item /is a function
of the degree of ability Am of the pér§on to the degree of difficulty Di of the item
(i.e. %’?‘) and not of the values ot Amand Di separately as in traditional models of
item analysis. e )
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In other words a Rasch lCﬂOdel assumes the. relétionshlp between person ability
Aand item dlfﬁculty Dto be such that, ifin a glven test the difficulty D, of Item 2
. were greater than the difficulty of D of Item 1, then the probability pof any person,
min responding correctly to Item 1 should be higher than the probablhty pof his or
v~ . her-responding correctly to Item.2. .

The converse is also assumed. If the ablhty stimate A4 of Person 4 were higher
than-the ability-estimate A3 of ‘Person 3, the probability p that Person 4 would
respond correctly to any given test-item i should be higher than the probability p
that Person 3 would respond correctly to the same item.

o the ability A4 of Person 4 wer&ktmesthatof'[’erson 3;then—-~-
A . -

. no matter
m.m___,__fl'hgﬂthgo tical limits of the .To provxde meamng.ul results

in probabilityterms, Rasch adopied a mathematical function for the person ability
to item difficulyyratio % which Nycreases from 0 t N Tas 4~ increases from 0 to
.o to provide theXprobability p of v ) ablhty A passmg an item of
difficulty D in the following way:

: 4
’ A
, 3 R _.._D_._.—: =p
C . ) 1+ "' A+D :
. Conversely the probability that this person would not pass an item ¢ *difficulty Dis
~., given by P e 2
YA - ' D -
-/ -~ Y - p= 1- 4 -
/ A+D A+D
3, . . N *»
it follows that - ~ Cp ‘A
’ ' 1-p D
and . l—p _ D
. . = -

ln the,« bsence of pnor knowledge regafding either the abilities, 4, of the
mdwxduais making up the sample or the difficulties, D, of the items, Rasch (1960)
proposed that the following assumptions be made regarding the ability and
difficulty parameters: .
1 The best estimaté of the ability parameter A for a partlcular person mcan be
derived from 4he pefbon’s raw score r. -
2 - The best estimate of the dlfﬁculty parameter D for a given item i can be
derived from the frequency with which the item.was correctly completed.
| The model makes jt possible, on a set of similar items measuring a particular
latent trait, to set up an ordered matrix (Keats, 1967; Wright and Stone, 1979)

correct responses as the other dimension. Use of this model permits attempts to
reproduce, as accurately as poss:ble, the probabilities of passing items in the cells

c ' »

Therefore, if the difficulty D; of Item 2 were k (k>0) times that of Item 1, and if '

with raw scores as one dimension and items ranked according to frequency of |
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of an item by ‘score group’ matrix, where persons who have obtained the same raw
score are grouped together. A.limitation of the model is that it cannot handle either
rows or columns in this matrix which contain a number which is either 0 per cent -
or 100 per cent of the persons-in a raw scosc ;oup. Persons who receive zero or
full scores and items passed by all or none of the persons il the group have thus to
be excluded from a Rasch analysis. .

For technical details and a step-by-step description of test development
procedures utilizing a Rasch model, readers are advised to consult Fischer (1974),
Willmott and Fowles (1974), Wright and Stone (1979),, and similar_texts. .

_ The mathematical calculations required for the Rasch calibration of test items -
® are facil:tated by the use of logarithmic scales. Based on the exponential function
- ; odds of success = eubility, — difficulty) o
the ability and difficulty estimates obtained are initially in units of a log-odds scale.
On this measurement scale, one unit difference between ability and difficulty
estimates is expressed as odds of success'of e: 1 (e = 2.718).

While a log-odds scale provides a convenient means of representation for
theoretical purposes, it is less suitable for practical purposes, because its
interpretation requires technical and statistical sophistication which is unnecessary
in most contexts in which educational tests are used. For the purposes of -
presenting Rasch calibrations of difficulty and ability estimates for the ACER Early
School Series tests, the log-odds scaled values were therefore mathematically
transformed to a more easily interpreted scale which is centered at 50. The i
procedure utilized was similar to that used by other test deveIOpe{rs (Cornish and
‘Wines, 1979; Woodcock, 1973) and is discussed in the literature (Willmott and
Fowles, 1974; Woodcock and Dahl, 1971; Wright and Douglas, 1975, Wright and

Stone, 1979).
The transformation.formula used for the calculation of the difficulty (Di) and

ability (4i) values was as follows: :
Di=di{2)+s5 - . B
in3 o

where Di is the transformed difficulty estimate, and di is the difficulty estimate in

" log-odds units. The transformation factor (5/in 3) (ie. 4.551) indicates that an -
increase of 5 units on the transformed scale represents a growth factor of 3 in the
log-Kodds scale. It should be noted that each such scale stands alone. A score 0f 40

#, on one scale differs in absolute meaning from a score of 40 on another scale. ~

For example, a raw score v 6 on the Number Test has an associated ability o

estimate of 57. Similarly a raw score of 7 on the Verb Tense Test provides an ability
estimate of 57. This does not imply that a score of 57 on one scale (Number) is
necessarily equivalent to a score of 57 ‘'on the other (Verb Tense). :

<

| Investigation of the Fit of the ACER Early School Series Tests to the Rasch

Model : )
The possibilities provided by a series of tests of relatively invariant ability and

difficulty estimates, and the idea of an instrument which might provide ratio

~

;
4
1

.
:

A




THE MEASUREMENT MODEL _ 105 -

- scaling, we’re highly attractive for the design of the. ACER Early School Series tests.

The purpose of the analyses, which are described in the following section, was to
determine the appropriateness of the Rasch model of item analysis for the tests
contained in the ACER Early School Series.,

In the lrteraturk only a few studies concerned with the investigation of the
validity of the model for tests have been reported goth item and ability estimates
were. found to be invariant over different non-random samples investig}ated by

_ Anderson, ‘Kearney, and Everett (1968), Brooks (1965) Wright and
. Panchdpakesan (1969), and Tinsley (1971).___ . . [

In thepresent investigation, partly in response to Goldstem s (1979) reproach
and criticisms, a serious effort was made to test the fit of the assumptions of the __ *

Rasch model by comparing the results obtaircd on the ACER Early School Series
tests from independent samples -with- quite - different characteristics. The
performance of samples of children from different language backgrounds and of
groups of school beginners of drffermg maturity and developmental level, as
judged by their teachers, were compared in order to investigate the invariance of
Rasch-based estimates of person ability and item difficulty. Rasch’s assumption
that the ratio of the difficulties between any pair of items would remain constant
across groups was also mvestrgated in relation to the item difficulties obtained in
the ACER Early School Series tests. . '

Rasch hrmsolf investigated the i invariance assumption in his tests by drawing
what vrsually .appeared to be the best fitting straight lines. Brooks (1965)
recalculated the best fit of Rasch’s data, using least squares procedures, and found
the latter no more accurate than Rasch’s graphically determined values.

“To investigate the claim that, if the model fits the data, the ratio of difficulty of
any given item to any other given itera would remain essentially constant, .
irresp.ctive of apy differences between thé groups to whom the tezl can be -
administered, Rasch again used graphical methods. He showed the invariance of
the ratios of the difficulty values in terms of the degree to which the points fell

-along . straight line with unit slope, when logarithms of item di culties were —
_plotted against the mean logarithms of difficulty for the various abrhty levels (i.e.
raw score groups) within the same sample of subjects ;

A more stringent test of this assumption would as also suggested by Goldstem
(1979) consist of a comparison of the item difficulty ratios obtained from data ;
collected in separate and independent-samples of persons who diffefed in ability in
'some definable way. This type of emp\riﬁrehe\ k of the model appears not to have
‘been performedﬂby Rasch, but was attempted in the.¢xamination of the model in

' . relationto ‘the ACER Early School Series.
While checking the fit of the Rasch m del to the ACER Early School Series
l_ tests, the study made it possible to explore to some extent the sample-free
assumptron of the Rasch item difficulty ratios by comparing data from a priori
different samples., T .
Specifically the following research questions were explored: P
‘ 1 Are the Rasch calibrated item drfﬁcultres inde pendent of the sample on whrch o
» - they are based? - : T

e ————A A—— . s+
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Table 10.1 Comparison of Rasch-scaled Item Diﬂiculhes Calibrated on Dlﬂ'erent
Groups of Childfen ’

Word Knbwledge

Test - Comparison groups Correlation (1)
gtlditory! Rep. sample v. valid sample A !
iscrimination Rep: sample v. valid sample B 41
. - Av.B .51
| Average correlation = 0.54, SD = 0. 15
Recogmtfoﬁ?ﬂm o —I\:gp— s«Tn;pl_eM;'fvahd sample A *33
Initial Consonant _Rep.sample v, valid sample B .59
Sounds Rep. sample v. valid sample C .48
e Rep. sample v, valid sample D .76
Av.B .69
Av.C T .12
Av.D 13
Bv.C ~ . .87
By.D 92
E ] CV D .89
Average correlation = 0. 70, SD = 0.19
Number Rep. sample v. valid sample 98
~ Figure - Rep. samﬁle v. valid sample A 93
Formation™ Rep. sample v. valid sample B .98
Rep. sample v._valid sample C .54
Rep. sample v. valid sample D - .85
Av.B ‘ 93 -
Av.C .51
L “Av.D .83
T Bw.C - .10
Bv.D 94
Cv.D . 90
Average correlation = 0.81, SD = 0.17
Prepositions ' Erglish v. migrant 90
verb Tense English v. migrant 97
Pronouns— - - English v. migrant .95
Negation English v. migrant - .89 :
Comprehensioﬁ English v. migrant .98
- English v. migrant .62

v
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2 - Are the ability estimates derived from the Rasch model of measuremen.
- . independent of the relative ability level of the sample in which they were obtained?
! .3 _ Are the ratios of pairs of Ra.s;h-scaled item difficulty values invariant across
independent-groups of subjects of var,x developmental level?
- Ll'hese questions were investigated in relation to all tests included in the ACER
- Eatly School Series. In the case of the audltory analysis and conceptuaﬁwests
the items making up each test were scaled separately for the representativé sample
and for each of the validation samples..For the language tests, the items were
scaled separately for native speakers of Engllsh and for the group consisting of
v children whose home language was not Enghsh as well as for the total group.
' .To investigate research question 1, the Rasch-scaled-item difficulty values were
compared for the different samples. One table in each of the chapters discussing
R the individual tests of the series contains the Rasch item difficulties and standard
B errors for each item: No significant differences in the mean difficulties were found
between the groups. Gue..:~n ) was further investigated by corrglating the item
scale values. Correlations between the different groups varied somewhat for the
different tests, and are shown in Table 10.1. |
Within tests the correlation (or average correlation in the case of tests in which
more. than two independent groups were compared) ranged from an average
correlation of r = 0.54 (SD = 0.15) for ,the Auditory Discrimination Test to
correlations of r = 0.98 for the Number Test and the Comprehension Test. It should
be noted that the samples for the latter two tests were completely independent of
otie another. In other words, no child in either sample of either test had done both
tests. -
_Over all tests and samples, the average correlation was = 0.77, SD = 0.19.
- This value is substantial, but may appear lower than expected. lnspectlon of Table
10.1 suggests a number of factors which may have contributed to a lower than
expected correlation of the item difficulties obtained from different samples The
tests in which the results of a larger number of samples were compared showed
lower average correlations, because of the greater variation in ability between the
samples. Other researchers have obtained similar results, and the invariance of
Rasch calibrated item difficulty values for extreme groups is still being investigated
(Fischer, 1978).. Another possible explanation may be that the Auditory
Discrimination Test, the Recognition of Consonant Sounds Test and certainly the
Word Knowledge Test might be measuring less unitary ‘latent traits’. -
From a theoretical point of view, it should be noted that it was not Rasch’s
contention that the difficulty index values per se necessarily remain invariant with
changes in group ability level, but rather that the ratios among corresponding pairs
of such values remain invariant. This means that members of extreme ability
Tgroups may well differ to some degree in their perception of the difficulty of the
test, but that the relatlonshlp between the items remains the same, irrespective of
the ability fevel Qf the group tested. The latter concern was investigated under
research question 3.
Question 2, concerning the invariance of the Rasch calibrated ability estimates
irrespective of the ability level of the sample, can be answered in the affirmative.

- .

Pl S e _

it e ] s




LY

A .
108 TECHNICAL INFORMATION

Inspection of thg relevant tables in leach of the test chapters containiné the ability |
estimates and the correlations between the Rasch ability estimates obtained for the
different samplés for each test, shows a correlation of r = 1.00 in the case o most of
the tests. Exceptions were again the Auditory Discrimination Test, in which
#*  correlations of 0.99, 0.91, and 0.91 were obtained for the comparisons of ability
levels obtained for the representative sample and two comparison groups; and the
\Word Knowledge Test, in which the correlation between the ability estimates for
English and non-English language background children was r = 0.98.

These correlations are high indeed, and\ show the stability of the Rasch
calibrated ability estimates, in terms of their independence of the samiple, and their - \
consistency acress all tests of the ACER Early School Series. /

Question 3 concerning the invariance of the ratios of Rasch difficulty values for
pairs of items across different samples was examined for each test by calculating
the ratio between the difficulty values for each pair of items separately for each
sample. This was followed by the calculations of t- and F-tests to investigate the
differences betw=en the independent samples.

The difficulty ratios for all but the Auditory Discrimination, Recognition of Initial
Consonant Sounds, and the Word Knowledge Tests are shown in Tables 10.2 to 10.8

v

P
o at the end of this chapter. The tables for the former tests have not be re\produced in
e “this Handbook.because of their size )

No significant differenées were found in the .difficulty ratios calculated for
different samples in the Recognition of Initial Consonént Sounds, Number, and Figure
Formation Tests ot in any of the tests of syntactic structures. Thé t- and F-values are
shown in Tables 10.2 to 10.8: ‘ :

The Auditory Discrimination Test was examined in a slightly different manner. As
shown in Table 10.1, the Rasch item difficulties of this test seemed less invariant
across the different samples than the difficulty estimates of the items constituting
the other tests in the series: The ratios of the difficulties for the Auditory
Discrimination Test were thus examined separately for each item; that is, separate
F-tests were calculated for each column containing the ratios obtained by relating
the difficulty estimate of one item to those of all others. ’ -

The F-values for 14 out of the 40 items of the test were significant at or beyond
the p = 0.05 level of significance. This means that in.35 per cent of the items of the
Auditory Discrimination Test, Rasch’s assumption of the invariance of the ratios of
‘ pairs.of item difficulty values,across samples was not met in the present study.

s .Anderson, Kearney, and Everett (1968) who investigated the invariance of
straight item difficulties, not ratiosof difficulty of values obtained by two samples
in Rasch-scaled intelligence tests, found that 27 per cent of items failed to fit this

assumption of the model at the p = 0.05 level. These investigators suggested:

The 0.05 level of significance... ... is probably too stringent a measure and the 0.10 levelis

more appropriate when testing the fit of the model. (Anderson et al., 1968, p.237)

If the p = 0.10 level of significance is used in thé analyses of the present data,
five out of the 40 items, or 12.5 per cent of the items constituting the test, are
-shown not to support this assumption of the model. ‘o

‘The general characteristics of items which failed to fit Rasch’s assumption were

' -
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s

- compared ‘wnh those which conformed to the assumption. No particular pattern <
) was detected which differentiated between rt_he two types of items in so far as their
“difficulty values, content or position in the test were concerned.
_To sumpmarize, it can be said that the examination of the research data collected
from a number of independent samples of children on their performances on the
tests of the ACER Early School Series showed that the Rasch calibrated item,
difficulties and the ability estimates derived from the obtained raw scores are
. . independent of the sample on which they are based Rasch’s assumption that the 1
ratios of item difficulty values for pairs of items be invariant across different
samples was largely supported by the results of the present investigation.
Finally, the reader may have observed the strong relationship between the h
difficulty estimates obtained by traditional item analysis procedures, and the Rasch “~ R
..~ calibrated difficulty estimates presented in tables in the chapters describing each
test. Over all ten tests, only very few items changed their relative position on the
basis of their Rasch-scaled difficulty values, when initial placement had been in
terms of their traditional difficulty values. Statistically, this stability of position is to
be expected, as the Rasch calibrated estimates of item difficulties are non-lmear
| < functions of the tradmonally obtained difficulty values. :
~~ This fact might give rise to questions concerﬁmg the practical usefulnless of -
“~_Rasch item calibration procedures if the resulting products are not essentially
dlﬁ'ereanLom the more generally known and more easily computed tradmonal
item difficulty-values. i
The strongest argument for Rasch calibration of tests in which the assumptlons
of the model are basically satisfied i | is that Rasch scaling adds two highly desirable L
pl‘Opel'tleS to the measurements provndeiby the test: ’

1 it permits ratio scalipg of ability estlmates\and ltem difficulties;

2 it avoids to a large extent the major llmltauon of most pyschometric tests (i.e.
yielding results which are restricted to samples of particular populations)_ by
providing estimates of person ability and item difficulty which are mdependent of
the sample or population in which they were obtajged.

Tables 10.2 to 10.8 present the ratios of item difficulty estimates for paired items
of the tests. In each cell, the values of the ratios are represented as proportions in
decimals for all samples. o ‘
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L—

Independent Samples i

-~

1 2 3 4 -5 6 7
2 0.91 . , | N .
\ 0.97 ‘ -
3 - 087 0.95 i
- 091 093 -
4 08 l 0.93 097 .
; 091 0.93 1.00 ‘ ‘
5 . 0.82 0.90 0.94 0.96 i
: 0.89 091 098 0.98 .
6 : . --0:78 " 0:86 090 - 092 0.96 #
P 0.84 0.86 092 092 0.94
ST 0.75 0.81 0.87 0.88 0.92 0.96
: 0.83 0.84 09 - "0.90 0.92 0.98
8 | 0.67 0.73 0.77 0.77 0.82 0.85 0.88
i 072" 072 0.77 0.77 0.79 0.83 0.85
t,= 1.01df 27 NS .
1/ .

'l‘able 10.3 Figure Formation Test: Ratios of ltem Difficulty Values for Paired Items
for Five Independent Samples

-

\(’:.
¢

[s

A7 oV .’\uhm’}‘lnt‘\
A

/.

REtS

F = 1.80 d{ 4/25 NS

¢ /
/ —! 2 i h
4 / 2 0.92 }
4, 1.00
1.02
1.15 ;
098 ~ .
3 . 0.77 0.83
. 092 0.92
. ‘ *0.85 0.83
N 1 1.23 1.07
094 0.96
4 -oumn G 0.83 .1.0o,
_ -0.88 0.88 0.96° .
S 0.93 091 o L09 e
T 0.97 084 019
s : 091 0.93 0.96
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Table 10.4 Prepositions Test: Ratios of Item Diﬂiculty Yaluaw far Fares foms for
Two lndependent Samples

i — e a———" —

1 2 3. 4 .. S 6 e
2 1.22 ;
, 1.%1 : ‘»
3. 116 095 o - . )
104 093 . , A
4 1.06 * 0.87 0.91 ) e
T 7 L08 0.97 1.04 -
.5 100 082 ,08 094 S -
1.08 0.97 1.04 1.00 , A 'L
6 092 ° 0.75 079  0.87 0.92 >
1.02 0.91 098 093 0.93 » ,
1 0.87 ~ 0.71 0.75 0.82 087 0.94 i

0.96 "0.86 0.92 0.88 0.88 0.94
8 -0.92 0.75 0.79 - 087 092 - 1.00 1.05 .
090 0.81 0.87 . 083 0.83- [ 0.89 0.94

9 - 096, 078 082 090- 096 103 109 103

0.870 0.78 0.84 0.80 ~ 0.80 -086 091 0.95
t = 0.96 df 35 NS ' '
i

Table 10.5 Verk Tense Test: Ratios of Item Difficulty Values for Paired Items for Two

Independent SQmples
1 2 3 4 5 6 7 8
2 1.00 } :
0.95 - , -
3 1,00 100 .
091 095
4 090 . 090 090
087 - 091 095 ’
s 1S LI5S, LIS 128
' 0.82 08 090 - 094 7
6 - 090 090 gF#090 1.00 078 .
084- o088 ¥ 092 096, 102 - o
7 083 - 083 083 092 072 092 4
087 091 095 [0o0 106 104 N

.8 0.81 0.81 0.81 0.90 0.90- 090 0.98

. 077 08 08 088 094 092 0.8 L
068 068 068 075. 05" 075 08 083
l0.63 0.6 069 | 072 0 "075 072 081

t= 143 df 35 NS

-]
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Table 10.6 Pronouns Test: Ratios of Ytem Difficulty Values for Faired Items for Two
Independent Samples ] )
1 2 3 4 5 6 1 g 9 10
2 1.04 ’ ;
10.93
l 08 104 -
0.87 10.93

4 oz 097 093

0.89 095 1.02
5 100 095 091 098 .
095 1.02 109 106

6 1..00. 095 _ 091" 098 100 / - ©
'0.87 093 100 098 091/ .
7 094 090 096 092 094/ 0.94 P
. 087 093 100~ 098 0. 91 1.00 /

8 100 095 091 098 100" 1.00 106
. 084 090 09 ‘094 10.88 096 096 .
9 096 ‘092 08 094 096 09 102 096
079 0.85 09 088 0.83 090 090 094
.10 092 088 084 09 092 092 098 092 096 o
. 075..0.80_086_ 084 078 086086 089 094

11~ 08 082 078 0.84 086 0.8 091 0.86 089 093
- 074 0.79 084 082 077" 084 084 087y 093 093

t = 0.94 df 54 NS L

1 - !

. v
o

Table 10.7 Negation Test: Ratios of lt7|/Diﬂiculty Values for Paired Items for Two

Independent Samples
1 2 37 4 5 6 7
2 0.87 . ) )
1.28 .
3 091__r 104 - ~ . _ i v

v T }.00 -~ 0.78
- 4 /091 1.04 »1.00
~% 100 0.78 1.00

“

LS, 0.82 094 090 090 |
, 1.04 0.81 104, 104
6 - 0.86 098 094 0.94 1.04

0.98 0.76 0.98 098 | 094
7 N\S0.76 0.87 0.83 0.83 0.92 0.89
096 -~ 0.75 096 - 096 0.92 0.98 .
8. 0.78 0.89 0.85 0.85 0.94 0.90 1.01
0.86 0.67 0.86 086 . 082 0.87 0.89

t = 007 df 27 NS !
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Table 10 8 Comprehensiou Test: Ratios of ltem Difficulty Values for Palred Items for
\ Two lndependent Samples
L \ .2 3 4 I
B 2 n | 083~ ‘
DA 7 \0.89 !
3. © ‘082 10.98 - . .
I 08l 1090 . g ”
e 4, 0.77 '0.92 094 - :
TN~ 0se 0.94 103 - ‘
5 0.78 0.94 096 . 10t .~ —
N 084 - [0.94 1.03 1.00
e~ - 074 0.89 0.90 0.96 0.94
“0.79 10.88 0.98 0.94 T 094 .
t = 1.00 df 14 NS " .
. ) - { ¢ '
- - ) ’ ‘ *
. - L *
- \\ L
. i :
; TN L
. - ‘. ) ‘
* - )
.- | )
} e
o
.';.z o-«- - e
1 3 ] ) /’ -
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- Glossary of Terms | : :

* Since some sections of this Handbook are somewhat technical infhature, certain
.- words may be unfamiliar to the reader and some commonly useg" Beds may take
on a specialized meaning. In this appendix, a glossary of 154%tms used in
educational and psychological measurement is presented to assist readers who
encounter an unfamiliar term. The list of meanings presented is not complete.
. Concepis which have been explained in detail within the body of the Handbook are
¥ . denoted briefly. Some are not included. For more complete _explanations of
‘ measurement terms, the reader is referred to Chaplin (1975), Drever (1964),
Kendall and Buckland (1975), Wolman (1975), and other textt oks.

achievement test. A test designed to measure the level of proficiency or the knowledge an
individual has attained in some specified area or in‘general.
age equivalent. The level of an individual’s development with respect tq any trait or
characteristic, that is expressed a5 equal to the chronological age at which the particular
‘level is normally attained. The age equivalent score expresses the individual’s
S petformance as the age at which most individuals reach that particular level of
o development or performance. N -

age norms. Indication of age levél, usually in years and months, for which a given raw score
was the average in the standardization sample.

. analysis. The process of reducing a complex phenomenon to simpler and more elementary

B N

parts. o N .

answer sheet. Separate test'page(s) on whi::sA the testee records the selected responses.

caxiety. A state-of apprehension or uncasjhess refated to fear. The object of anxiety is -

~usually less specific than the object of fear-(e.g. fear of dogs, spiders, etc). _

aphasia. Impairment or loss of the ability to articulate words or comprehend speech, .
- usually resulting from brain damage. . w\

aptitude test. A set of tasks chosen and standardized so as to allow for a prediction of an
- individual’s future performance on tasks which are similar io\the tasks on the test.

atiention. The focusing of perception leading to heightened awareness of a limited range of

stimuli.

' attention span. (2) The duration of time a

rson can concentrate on

amount of material or the number of separate items which an indi

e event; (b) the

during one brief exposure. -

vi\dt:al can note

autism. An extreme inability to relate to other people res(fliin; from an absorption in (often L
bizarre) fantasy to the exclusion of interest in reality; it may be linked with organic . N
causes or with schizophrenia. -
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autistic child. A child who displays autistic symptoms such as extreme withdrawal, complete
lack of interest in people, language disturbance, often mutism, severe apathy, and
emotional detachment. Other behaviours frequently obServed in autistic children
include repetitive head banging, rocking etc., perseveration, and extreme fear of and

resistance to change.

e ) , battery of tests. A.'setl of tests infended to be administered sucozssively, and the composite
: scores of which'are used td assess individual differences. -

bimodal distribution. A distribution in which frequencies tend to concentraie or pile up at
two distinct points or regions. : ¢

calibration (of tests or test items). The process of translating the scores obtained on an
instrument into an expression based on a known external or internal standard.

central tendency. ‘An average value of a set of scores, i.e. mean, median, or mode.

comparable scores. Expressed on the same scale and with the same refative meaning within

som= common reference group. If scores on different tests are comparable, a particular

N numerical score represents'the same level of proficiency or deficiency regar.less of the
. subject matter of the test. !

. . concept. The properties or relationships common to a class of phenomena or ideas.
Concepts may be concreté or abstract.

confidence interval. A range of possible values, which has a particular probability of
._including a student’s hypothetical true score. As the probability is increased, the range

\ . of-the confidence interval is increased. Likewise, if the probability is decreased, the

, interval set for confidénce will decrease. The standard error of measurement is used to

. L. set a confidence interval for placement of the obtained score in relation to the
. student’s hypothetical true score.

! . conservation. Piaget’s term for the ability of the child to recognize that certain properfies of
. objects (e.g. number, mass, volume) do not change despite transformations in the
3 appearance of the objects. °

. construct. validity. The accuracy with which a test is presumed to be measuring some
i - hypothetical, operationally undefined characteristi€ or construct such as reasoning
. s ability, creativity, or motivation. -

: conlqmina)lon. A spurious relationship between tWo variables resulting fiom the lack of
‘ independence between them. .

'\ correlation. (a) Any relationship'between two variables — more specifically a relationship
| betweeq two variables such that a change in one of the variables results or is associated
{

with a change in the other; (b) in statistics the term refers to a concomitant variation,

Vo i.e. the degree to which two variables vary together. A numerical index of this degree
AR e of concomitant variation is provided by the correlation (r). ‘
¢

-~

- - correlation-coefficient expresses-the-degree of relationship between two sets of 'scores.

A criterion. (a) an independent outsids meastire against which a test can be validated; (b) a
) s level or standard by which a bel:aviour can be judged; (c) the dependent variable. In
/ test development the term “criterion’ usuzlly refers to a characteristic or combination

of characteristics used as a basis to judge the validity of a test or some other

P measurement procedure.. ! .

criterion groups. Used to determine the discriminating power of a test or test item, such

groups are presumed to differ widely on the characteristic intended to be measured. In
\V test dev?lopmem, the criterion groups may.be determined by the total scores on the
] test itself. - ’

criterion-referenced measurement Assessment based on criterion-referenced tests.

criterion-referenced tests. A set of items designed to indicate whether the festee has reached
a ceftain criterion performance or has mastered a specific task or skill.

cross-validiation. The process of assessing the quality oi: an item or test by using. data which
have been obtained independently of those used in the selection and revision of the
test items. ’ ) .

culture-fair test. A test which can be used with individuals of any culture. The underlying
assumption is that performance on such a-fest is not (or only minimally) affected by
cultural factors. ~

- »

. »
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o ”‘*depe t variable. A variable in which changes are att ibuu’;d to ‘changes in the
- .  -independent variable. In experiments the dependent vatiable is often a response to a
et stimulus vaiiable. — :
deviation. The amougt by which a score differs from some reference measure of the
: distribution of scores, e.g. the numerical difference (X—X)of a given raw score ?()
R from the mean (X) of the distribution.- . * - -
- diagnostic test. A test designed to identify tne nature and source of the individual's
2. strengths or difficulties. !
- difficulty. The degree of arduousness, represented by the difficulty index (Di), of a test or
; »  item for individuals, as opposed to jts easiness or facility.
| difficulty index (Di). Derived from the proportion of testees in a group who answered the
item incorrectly. {
discrimination. Degree to which performance on an item separates students with high and
low scores on the total test. - ' L
discrimination--index. A value which indicates the ability of an item to separate high-
.. - achieving students from low-achieving students. A commonly used index is obtained
“: by comparingthe number in the highest 27 per cent of the group who responded
cogrectly with the number in the lowest 27 per cent who responded correctly.
distractor. Any of the incorrect response options in a multiple-choice test item.
distribution of scores. Tabulation or enumétation of the frequency of occurrence of each
scoré'in a given set of scores. . : -
' domain-referenced test. Test aimed to assess knowledge or skills pertaining to a completely
specified area, situation, or principle. .
 dyslexia. Severe difficulty or inability in learning to read. A specific learning difficulty.

- | easiness. See facility. . ,

.« | empathy. Ability to perceive the mood and feelings of another person. Understanding %L

- . Jegli(;\gs. sufferings, etc. of another person which have not been communicated, {h
words. .

empirical. Based on facts and experience, systematic observation, and experiment rather
than on théory or general philosophical principles.

equivalent forms. The items of equivalent forms of a test are of the same type, cover the
same content, have the same distribution of difficulty values, and result in scores of

the same mean, variability, validity,-and reliability.
error of measurement. The difference between an cbtained score and the corresponding
_ hypothetical true score. ’ . ‘
error variance. It a set of test scores, the term refers to the mean of the square errors of
.| ___.measurement.for.cach-score-in the:sets- v - ~—oore————F——— ~ — "
. etiology. The investigation of the causes or significant antecedents of a given pheromenon.
evaluation. Judgment of merit; sometimes based salely on-measurements such as those
provided by .test scores, but more frequently involving a synthesis of various
measurements, critical incidents, subjective jmpressions, and other kinds of evidence.

Jace validity. A measure of the degree to which the ite'ms in a test appcar.‘to tester and
testee, to be measurjrg the characteristics which the test is inteaded to measure.
Jacility index. A measure of the percentage of correct responses determined by dividing the
number of students getting the item right by the number who tried the item. Used to
" establish how easy an itgm was for the group who took the test. See also difficulty index.
Sactor. Underlying influence accounting for part of the variability of a number of scores or
other b_;havuokural manifestations.. . W
Jactor analysis. Statistical procedure which seeks to identify a small number of hypothetical
constructs which might account for the intercorrelations between scores on a much
larger number of tests or other phenomena. The factors resulting from factor analytic
procedures are weighted sums of observed variables which are expected to summarize,
ribe, and explain the observed data.
- fit(statistical). The level of agreement of obtained data to a predetermined standard, or the
. - - .adjustment of data to such a standard. * | . -
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frequency distcbution. Ar ordered sequence of score intervals, which contains the
frequencies with “which scores falling into the specified imtervals occurred in the ..
sample. ) -

. grade equivalent score. Beﬁon of a'student’s performance on a test in terms of the schoot
. grade level for which that level or performance is typical.

homogeneity. Similarity found among members of a set of ‘persons, objects, or data. More
specifically the degree to which the items comprising a t‘%st measurc a sin~le variable or
construct. ; A L

hypothetical construct, Concept_going beyond_observation derived from a framework of
theory with the aim of explaining’ behavioural data (c.g. intelligence, learning,
motivation). - .

1Q (intelligence quotient). Originally a ratio of the individual’s mental age to his or her =
chronological age. On some more recent intelligence tests, IQ may be a standard score
most frequently from a distribution with a mean of 100 and a standard deviation of 15.
independent variable. The variable under experimental’control in relation to*which the
changes under observation are studied. In experiments, the independent variable is
often a stimulus, responses to which are the dependent variabies. .

intelligence. The capacity to understand and manage facts dnd propositions, relationships
and symbols. The ability to reason. . A N
intercorrelation. A term used téhrefer to the correiation of a num\gcr of viriables amone

. themselves, as distinci from the correlations between thent and.an. ‘extcrpal‘ or

- dependent variable. § N
. Cipterval scale. A type of measufément scale which allows not 4nly- the ordering by
/ magnitude of scores reflecting3he characteristic being measured, but which, though
/ not possessing an absolute zero?goint. possesses equal intervalsipf magnitude. Ot
invariance. Remaining constant despite changes in other conditions. %

. . . . X - . .

item analysis. An examination of studcr{ perforgaance for each item 6nia test. It consists of
re-examination of the responses to items of a test by applying mathgmatical techniques

20 assess two cbaracteristic‘ﬁ - \diﬁicu}{y and discrimination — of/ ¢ach objective item
on the test. Y }

itentest correlation. Correlation between th'é\ scores obtained on an|item and, the scores

obtained on the test as a whole. N - .
key. A solution set containing the corfect responses to objective test items.

latent trait. This term refers to a trait or variable,which cannot be obser\vcd directly but |
__Wwhich iS assumed.to enter into_the structurg ofia system: or phenomenon under study, -
e.g. intelligence, creativity, anxiety; etc. \ .Y ‘
lateral dominance. The tendency for dominance of ong side of the brain over the other in,
most functions. More.specifically, preferential usg of one hand or side of the body.
mastery test. A test not intended to indicate how much'y student has achieved relative to
other students, but only whether or not he or she hys achieved enough to satisfy the
mininium requirements of the teacher or the examiner. g
matrix. A table of nuthbers arranged in row= and columny which is subjected to certain
mathematical procedures. ’ —_ \
mean. A measure of central \endency. The mean provides an average numerical value of a
set »f scores! The arithmetic mean is calculated by adding ll scores and by dividing the
sum by the number of scores summed. : Y . \\
measurement. A process of assigning numbers to the individual members of a set o\fobjcctg !

\

. or persons for the purpose jof indicating differences among them in tie degree to which \\

they possess the characterjstic being measured. .-
median..A measure of central| tendency which represents the poipt in a distribution of

scores, which divides the |distribution into two parts, such thal an ¢qual number of

scores fall above 'and belpw the »oint, i.e. the 50th percentile, or midpoint of the

T distribution. - % 63
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memal age. The score on a test of rnental abiluy expressed in terms of the chron ologroal age

of persons whose average test score is the same as his or hets.
. mode. Measure 0. .entral tendency which indicates the most frequently oocurnn; scorexr
g velue in-a frequency distribution.

- still meaningful. See also phoneme.

| multiple-choice item. An item consisting of a stem, i.e. a direct question, direction, or

. incompiete statement, and two of more Optrons from which to choose the answer or

., correct completion of the item.

ominal scale. The weakest type of measurement scole. It labels objects or observations
(usually by letter or number) for identification or classification purposes. This-type of
scale does not reflect mumtude relattonshrps. and does not possess equal tntervals or.
. an absolute zero point. a

norm. The value reﬂectrng the performances of a defined group on a test. .

norm-group. Group of persons whose performance ‘ont a ‘test provides a standard. of
comparison for subsequent test takers.

_norm-referenced measurement. Assessment based on norm-referenced tests.

norm-referenced lests. Tests which are designed to describe the testee’s status or
achievement in relation, to the performance of a group of other testees. Usually the
latter group will have completed the test at some earlier stage, and is described as the
norm grz-. Because the performance of subsequent groups is “referenced to or
compared with the norm group, the o1 ‘norm-referenced’ is used.

normal distribution. A mathematically“defified, idealized frequency dlstrrbutron Itis
represented by a symmetrical bell-shaped curve characterized by scorss concentrated
around the average and decreasing and tapering off towards each extreme:

normalizeéd standard scores. A transformation of scores that results in an approxrmately
normat distribution regardless of the shape of their inifial distribution. .

e norms. These provide the basis for the interpretation of scores on standardized tedts by
showing how the members ofa partrcular reference:roup or groups performed on the

e e
"
.

test.
, objmlvlor A charactertstrc of statements that can be verified by rndependent obser atron or
© N v judgment. S N e A
- operallonal definitions. These describe how the variable berng SO deﬁned mn bé quantrﬁed
- "~ je. how amoynts of the variable can be determrned‘ ,
) ordinal scale._A type of measurement scale which arranges scores 'with reference to their
=== magnitude and assigns numbers accordingly, i.c. first, sécond third. Ordinal smles
* lack an absolute zero point, and are not made up of equa} intervais:
Pearson’s r’. See product moment correlation. .
pm‘emlk rank. Number rndrcatlng the percentage of scores in the whole distribution falling
below the point at which a given score ues. Rt
performance test (or item). A test (or item) which requires the tesfee to demonstrate his or
- her skill or ability by manrpulatrng ob;ects or instruments. Such a test mrnrmrzes the
roie of language.
phoneme. Similar speech sounds which serve to distinguish utterances from ne another
N . - phonetics. A systematic representation of speech sounds by mesns of symbols. N
' point-biserial correlation. A correlation between a dichotomous and a mnttnuous variable.
K population. The total ‘set of persc1s, items, 6r- observations pertaining to a particular
' universe. Some part of the-popuiation becomes a sample. -
power test. A test which is designed to:measure the level of achievement or ability a person
can reae -usually withott.regard to speech.
prediciive wmf ity. Indicates how accurately performance on a test predicts performance on
. some later measure.or outside cfiterion.
product moment correlation coefficient (or Pearson’s ‘r’). Obtained by mlculatrn the mean of
the products of the standard scores of the two measures berng correlated across all
individuals in the group ¢ Y

morpheme. The smallest unit in language (in a word, word-stern. prefix, endrng) which rs'

»
e
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. profile. Graphic fepresentation of the relative.magnitude of an individual’s scores on
several tesis. The procedure is used to represent the individual’s skills" and -
development by e$tablishing a pattern based onhiso her_?erformance on a number of
tests yielding comparable scores.:-, , | : °
psychometrics. Specialized branch of psychology which deals ;th individual differences and”
. .. their assessment by means of psychologicat tests. ’
e psychomotor. The area of human action which emphasizes dll types of body m nt
- . " which are involuntary or voluntary. - A
-” . - . o~y
¢ e random sample. A number of cases of any sort drawn from a population or tofalset in §lJch al
- way that every item in the population or set has an equal chance of being chiosenf and .
R that the choice.cf each item is independent of that of any gther. \ .
| range of scores. The smallest-interval on the scale of scores which includes all scores
. distribution. Statistically the range is a measure of variability, and its size is computet\
2| - by subtracting yhe’ lowest score in a distribution from the highest score. - \
Tk rapk. The positior( of an item or other, variable in relation to others which have been
s a3 ' . arranged according to some specific criterion.

rank order. The arrangement of a series of values, scores, individpals, Qbservatio'ns, etc.in
order of (increasing or _decreasmg) magnitude or size. The intervals between ranked
- vajues are not necessarily equal. ° . .
. rapport. The relationship which exists between tester and testeg. g
ratio. A r_elatioﬂ ip be_.tween two pbenomena' variables, etc. in number, degree, or
quantity. Mo specifically, a quotient, as in intelligence quotient {Q), which is equal .
to the product’of mental age (MA) divided by chronological age of the testee (CA),ie. . .
a MA : « - T ‘ ! .
Q=z . . ' . ‘
ratio scale. A type of measurement scale which reflects the relative magnitude of scores, is
" based on an-absolute zero point, and reflects gqual intervals which can be added and
« . divided. . - - :
, rationale. The basic or underlying reason or justification for a hypothesis, opinion, or «
N action. " .o .
raw score. The ‘score as originally obtained on the test, before -any transformation to a
. standard score or other derived score has been calculated. . )
T « reading readiness. Denotes the stage at which the child because of _developmental,
matutational, and situational factors is able to profit by certiin conditions of reading” .

o e g B

. instruction. . ]
reasoning. Rational and logicl thinking. : ,
referral. Sending a client to another professional agency or institution. v - ‘

'’

reliability. The consistency with-which the test measures whatever it measures.
representative sample. A samp'e chosen in such a way asto make it more likely to exhibit the )
same characteristics as the population. A random sample is a representative sample.
. response set. A predisposition or tendency on the part of the testee to answer a testiitemin a /
» particular way. Willingness or unwiilingness to guess may be a response set.
' restriction-of-range. See truncation. .
> role learning. Memorization of a sequence of words or other symbols by repeated utterance
or observation. Rote learning does not rely on meaningfuliess as an aid to lear\mng/
.t sample. Any sub-sct of person’s, items, or observations which are selected to represent /a -
largér group er set of observations. i
sampling error. The difference between the sample value of some statistic and the vglue
.- obtained when calculated on the basis of the entire population. ; :
scaling. Converting raw data into types of scores which are more readily interpreted; e.g,
. fanks, standard scores. " \ - ’
p scatter diagrams. A graphical device used to display the relatjonship between scores,on two
tests fog the individuals in a group. Score$ on ene test are represented on the ‘vertical
dlmen51qn. those on the other al_ong the horizontal dlr_nenS|on. A tally mark |§‘ entered
on the diagram to reflect the pair of scores foy.a particular individual. -
- f
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" schizophrenia. -A psychotnc disorder charactérized by fundamentat -disturbances in ‘the
relationshipto reality, formation of concepts,-and varying degrees-of behavioural,
'—‘—_——aﬂ'ettnve‘"ﬁd”‘gﬂr ectual distarbances=S ptom&may—'nclude-hallucmauons and_
delusions, and various autistic behaviours.
Ly Score Number assigned to an examinee to ‘provide a quantntatnve descrnptnon of his or her
2% performance ot a particular test.

“f " scoring key. Ifidicates the” cbrrect'anSWer«to each.item. :. . . -

. skewed distribution. An asymmetrical distribution in Wthh most of the scores are closer to
o . one-end of the distribution than they are to'the other. If the longer tajl of the
‘ distribution extends towards the lower.end of the score scale, the distribution is said to
.-be negatively skewed. If the longer tail extends to the higherend of the scorc scale, the
distribution is said to be positively skewed. -
7. speed test. The ptimary emphasis in this type of test is on the number of i 1tems which the
s testee completes correctly in a given time.
. speededness (of a test). The extent tg which a testee’s score on the test depends on
S ‘quickness in working through it. "It is sometimes measured by the proportion of
> "% - examiness who do not reach and answer the last item in the test. -~
spln-hahes relmb:l:ry coefficient. A coeflicient which is obtained.by using half the items on
. the test, sometimes the odd-numbered items, to yield one score for an examinee and
the other half of the items to yield another mdependent score. The correlation between
. the scores on._these two half-tests, corrected with the aid of the Spearman-Brown
~*”_ Formula, provides an estimate of the reliability of the total test.
standard. Any measure, rule, or principle which is sused as a basis for comparison or
judgment.
standard deviation. The most wndely used measure of, dispersion of a frequency dlstrlbutnon
It provides an indication of'the spread of scores about the mean of the distribution, and
is equal to the positive square root of the variance. . -~
standard error. An estlmate of the standard deviation of the errors associated with a variable
or test scores in a given sample. Mathematically it is the positive square root of the
.variance of the sampling distribution of a statistic.
l‘ta(tdard error of measurement. An estimate_of the (averaged) standard deviations of errors
sociated with.each score. . v
score. A'score derived from a raw score so that it can be expressed.on wumform
scale without seriously altering its_rélationship to other scores in the
simple type of standard score is the z-score, which expresses each raw
. Score as\a BR| mor\r;egatrve deviation from the mean of all raw scores on ascale in
T which thk unit is on€ standard deviation.
standardization (of tests). The establishment of norms for the interpretation of scores by
givinga testin a standard way to & representatnve sample or population, and by making
studies of the reliability and validity of.the test. . * -
stanine. Abbrevialon from ‘standard nine?, a standard score based on a nine-unit scale.
The distributiop of stanine scores in the populatlon from which they were derived has
a mean of 5 an¥ standard deviation of 2.
statistic. A summary value calculated from a sampfe of -observations usually but not
~ necessarily an estimator of some population parameter; a function of sample values.
statistics. (a) -Numerical data relating to @ set of lndlv(duals or observauons, (b) the’
mathematics of collecting, analysing, summarlzmg, and interpreting such data.
sum of square: £ (x—x)2 The total of the squ?res of the devnatnons of scores from the
N mean. N °
: syntax A term derived from a Greek word meaning to order or arrange. As applied to
" . language, it generally refers to the entire network of rules which underlie the $tructural
organization of language. In the narrower sense, the meaning of syntax is restricted to
those organizational rules which define the relationships of words in sentences. Syntax
can be said to deal wnth the. structure of sentences; sometnmes the term is used
synonymously with ‘grammar’. .
_synthesis. Combining elements or comp%nents into a'whole.
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test. This term is used here in its most common meaning, as an instrument or other means e
of assessment whicH is standard in format.

"~ ~lest relevance- Determined-by the extentto which the test contributes to the aims_of the™ .

x

tester. . -

3 . < : . . -
test-taking skill. Knowledge and experience of taking a test which assists the test tak_er‘to use
test time wisely and to respond appropriately to items, as well as coping with other

elements of the testing session. .
testee. A person to whom-atest is being administered. ~
theory. A set of assumptions advanced to explain phenomena in relation to existing data,
and used to predict new events or instances. i
lrait. 'Artx) linherited or acquirad characteristic or set of characteristics which is consistent and
stable. - .

true score. An idealized errorfree score for an individual ona specified test. The value ofan  _
observation entirely free from error. Also dgfined as the mean of an infinite number of
-scores obtained in repeated performances on the test.

.. truncation. Adruncated distribution results if part of a total distribution, lying on eitherside

of a fixed value, is ignored or cut off.

. . - -

validation. The process of determining whether a test measures what it was designed to
measure. . ’

variable: Generally, any quantity which varies. In the mathematical sense, it is a quantity
which can take on one of a specified set of values. The term is also applied to non-
quantifiable variables, e.g. ‘sex’ is a variable in this sense since any chiid may be
déscribed by one of two ‘values’, boy or girl. - ~ -

variance. A measure of the dispersion or variability of the scores in a distribution.
Mathematically the variance is the mean of the squared deviations of the scorés from
their mean.” ) . ; ° -

weight. The importance of an object in relation to a set of objects to which it belongs. A -

numerical coefficient attached to.an observation, frequently by multiplication in order -

that it will assume a derived degree of importance in a function of all the observations

of the set. In *weighted scoring’, the number of points awarded for a correct response is

not the same for all items in the test. In some cases, weighted scoring involves the

award of different numbers of points for the choice of different responses to the same

item. * :

-
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L ’l'able A. 1 Point-biserial Correlations amd KR 20 Reliability
S ‘ Coemcients for All Tests :

T s Test -- “Item ris  Item. This
.- Auditory L . 0.54 21 034
... .- Discriminaon - .~ .-, 2 0.54 .2 C 053
ST 37 . 054 25 0.48
KR20=092. - 4 054 - 24 0.50
-+ -t 5. 0683 - 25  7.044
g — .o 6 068 . 26 . 050
L - " %7 0.68 27 0.50
— - - 8 - 068 28 . 069
- e : 9 073 ° 29, - 048~
by 10, 0.57 30 0.64
) 1 0.49 31 0.57
: S V) -0.42 32 059,
_ L e 13 0.29 3 0s1
T ) 14 029 . 34 0.49
> , o 15 0.59 35 . 061
LT . 16 ~— 061 ~ 36 0.40-
‘ o 17 - 054 37 0.42
o : gyt 0.44 38 0.50
- : . 719 0.59 39 0.55
- -7 2 055 = 40 045
- Recognition of Initial 1 074 -~ 10 0.64
- . ConsonantSounds - 2 0.77 1 068
- R 3 0.80 12 0.76
KR20 =094 g 4 0.75 13 074 -
) 5 0.71 14 0.70
e . 6 0.70 - 15 0.72
T ; 1 067 16 063
AR 8 - - 0M 17. 0.65
oL - 9 077 .
" Number 1’ 047 5 0.55
.- . 2 0.53 -1 0.63
KR 20 =0.70 -3 0.65 7 0.62
’ P4 . 059 8 0.55 -
v ’[ ? N
* L3
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Table A.1 continued .
© Test . " Item - fpis Item | rpis
Figure Formation 1 - 1.00 ' —
o 2 0.72 :
KR 20 = 0.65 3 073 °
-~ , 4 0.67 .
~ Prepositions . - 1.00 6 0.62
P Jo N 2 039 7 0.67 -
KR20=068 - < . —° 3 0.46 8 0,60
. ) ; : 4 0.67 9 0.59
° 5 0.60 .
VerbTense . 1 034 6 071
A - 2 0.52 7 0.37
KR 20=0.71 > 3 055 8 . 067 .
: . 4 © 0.62. 9 0.63
5 0.73
Pronouns . ’ 1 0.68 7 0.70-
L : 2. 0.54 8 0.64
KR20 =082 — - - -3 0.50 9 0.66
] o . - 4 0.54 10 0.56
. - 5 . . 068 11 065
(3 0.63 )
Negation- 1- 0.53 5 0.60
2 0.63 6 0.57
KR 20 = 0.72 ¢ 3. 0.50 7 0.66
e . T4 0.55 8 0.63
Comprehension 1 0.28 4 0.66
- 2 041 5 0.54
KR 20 = 0.55 3 0.57 6 0.64
, \ '
. <, ) R }» - ’g‘
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. General Suggestions Concerniug Intervention and Remediation
- The-ACER Early School Series consists of 10 tests which provide teachers with a
small sample of the chﬂd’s functioning in major areas of cognitive and language
. development The test scores will indicate_to the teacher whether a particular

o ~_ child’s performance on the skills assessed is d¢velopmentally within the range of

expectation, is advanced, or is lower than might be expected. In addition to this,
the perforraance scores provide the teacher_with information as to the kinds of
experiences and teachmg which can be expec}ed to be most beneficial for each

~ - child.

. approaches and activities which might help towards the development and

- The ideas and suggestlons for mterventlon provnded in the intervention sections
of Chapters 4 to 9 are not intended to be prescriptive. They are suggestive only of

achievement of parti::ular skills.} The same is true for the _general points noted in o
this appendix, the aim: of which is to bring certain general points, which have been L
found useful by teachers, to the attention of the users of the ACER Early School
Series. R Y

A restatement of the following general suggesuons concerning the designand __ A
implementation of intervention and remedial procedures, though familiar to most
teachers, might be useful: .

Above all, make learning fun. ’ -

Steps to_success will be achieved in appropnately selected, small, easy,
sequenual learning exercises.

Guard against (where necessary, help to overcom:e) feelings of failure in the

" child. ~

Start initervention some step; below the functioning level of the individual.
Select materials and techmques which have not prev;ously been tried with this
mdlv:dual
Usealot of encouragement and praise. (Fmd out what type of encouragement is
reinforcing to the individual.) - , -
Utilize as much concrete material as possible.
- In the injtial stages, utilize the preferred or strongest sense modahty Then
’ gradt.ally change over to the weaker modality.

. ~
.
‘- . . -
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In the initial stages of remediation, provide as much individual atteption as

possible. (Best results would be expected_in one-to-one situa}ions.)
An active learner learns faster than a passive one. Activities shgu
moving, touching, manipulating, feeling, tial and errdr activity, as ||

d include
as hearin;

and games which relate directly to weaket areas. .

Most teachers accept the validity of a variety of approacties to intervention ‘and
remediation, and advocate that the method of instruction should be adjusted to the
skills and needs of individual learners. An important source of individual
differences and developmental needs.among school beginners iies in the fact that
some children show marked discrepancies in skills and their preferences between
visual and auditory perception. Studies such as de Hirsch, Jansky and Langford
(1966), Suchman and Trabasso (1966), and Dechant (1973) have provided an
indicationl%of wide différences in modality preference and their possible influence

_and seeing. It is especially important for the individual to t:‘ei}ol ed in activities

on Jearning. The importance of the relationship between modality preference-

"based methods of early reading instruction and reading achievement has been

stressed in'\ the research literature (e.g. Bateman, 1968; Bruininks, 1969; Daniel
and Tacker, 1(974;/Donovan and Austin, 1978; Robinson, 1972; Wepman and
Morency, 1971; Wolpert, 1971). '

- Although\stimuius perception is only one component of the learning process,

research and experience have shown that strong modality preferences should be
taken into consideration in the choice of teaching methods for school beginners.

For pupils(mho may learn more easily through the preferred sense modality, or

who ma; find thentselves handicapped in teaching methods emphasizing one of
the modalities, the most appropriate method should be identified. It should be
remembered that, even in individuals with extreme modality preferences, an

appropriate match between preference and method does not ensure that learning

. takes place. . _

Most teachers observe modality prefefences among pupils early in the school
year. This is of particular importance in the case of physically handicapped
children. e

"Auditory ' .
Modality preference< Visual .

No preference -

Where strong modality pteferences or physical disability of a ‘modality are
suspected, the /llinois Test of Psycholinguistic Abilities, ITPA (Kizk et al., 1968)
provides a useful means of further information concerning modality preferences,of
an individual. Other tests which have been found useful in follow-up investigations

of children with strong modality preferences include the Gates MacGinitie,

Readiness Tests, GMRT, (Gates and MacGinitie, 1965). « -
On the basis of the profiles of scores obtained on these tests, modality
preferences can be defined as follows: : ‘ ,
Auditory preference is shown when the ITPA sequential memory Sub-test scaled

score is-nine or more points higher than the visual sequential memory sub-test
score, and/or when the average stanine score on the four auditory tests of the

-
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tests of the GMRT.. |
Visual preferenceis established when the ITPA visual seq!uennal memory score is
higher than.the individual’s scaled score on the auditory memory test and/or the
obtained average stanine score on the folir visual tests of the GMRT is two
stanines higher than the average stanine on the four auditory tests of the GMRT
No preference might be defined by an obtained scaled score difference of ITPA
visual sequential memory and auditory sequential memory tests of less than nine

. points and/or an obtained difference of zerd or one mean stanines between the

four auditory and the four visual tests of the GMRT.
vAppropnate methods of reading instructidn for childrep with strong auditory

_ modality preference would emphasize nics at least in the initial stages. A

number of ‘structural.reading programs’ are based on the analysis of phomco and
stress sound/symbo}, associations. An example of this type of program is the -

" Structural Reading Program (Stern, Gould, and Stern, 1972).

A program emphasizing the visual modality is The Hawaii-English Program (an
individualized, multi-media, self-instructional or peer-taught program with three
basic content areas: language skills, language systems, and literature). Direct
teaching of sounst/cvmbol associations and other phonic analysis cues are not part
of this instructional program. Instead, success in this program depends on the
learner’s visual discnmination skills and usage of visual cues and visual memory.

For children without marked modality preferences, aneclectic approach of
instructionial procedures may afford the stronggst probability of success. Such a
program emphasizes word recognition and comprehension. Structural analysis,
phonics, contextual cues, configurationa! and linguistic pattern dnll and

" dictionary skills are stressed. There is a tendency to utilize visual and audltory

channels equally and, to some degree, simultaneously. Examples of such programs

. include Breakthrough to Literacy and Reading 360.
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abe -
about
accident
aCToss

active. . .
adventure® |

" aeroplane .
sffliction

!

-

aseptic -

- ask

asleep .
assaulting
at .
ate

attack - .

away
ayoke

Hiwycle
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“Table A.2  Word Knowledge Test: Source List of Words

cart

castle
cat
catch
catcher
caught
chair
change
chase
chattel
chemist

_ chicken

child

chimney

chise

Christmas

clean
clear
climb-
clock

~

AT WA e o me R e won s

'

clothes L
clown

coach

coat

cold

collie

colour

come L

compel

cook .

cot >
could

couldn’t, <oy
counter t
cover

cow

cricket -

cuff

cup

cushion P
cut ?

dad i -
daddy .

dance .
danger
day .

dear o
deep -7 -
delight ‘

depredation

destruction

dial »

diamond

ie
different
dig
digging
dinner
directing
dirt -
dirty
dish

L
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frustrate
full
funnel
funny
fur
furniture

gamble
game
garage
garbage
- garden
gasoline
gave
get
getting
gift -
girl
_give

glad
Bt

SOURCE LIST OF WORDS -

ggd . : ll:umy
g urry
God hurt
es
:&%ﬂ imminent
gone . in
.. .. good .. inch
~—— gown - _ -, -insect
‘ grade ' . -
grand - . © Jesus
grass Jewelry
gray join
great . Jolly
_green juggler
grey jump
ground jungle
group _Just
grow N 1
< gun kangaroo
) ., keep '
hail key
hair kick
half * kid
hammer kind
hand | king
" handle kiss
* * hang kitten
hr.ppy . - knife
hard knit
harpy knitting
haste know
hat '
hay . lace
he ladder
head lady ‘
hear lamb
. hello fand
help - . large
her . last
here - laugh
hero lay
hey leaf
hide lean
high léarn
hill leave
him . lecturer
his’ , led
hit left .
hold « leg
hole let
holiday letter
home lift
hoof light
hop like
horse | limpet
hot . line
house - lip
how little

Humpty Dumpty live
hunt . long

-
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look

locking

Jost .
lot ..
lotus

loud

love -

- ‘'mad T

made ’ -
make b
making

man

mantis

many

March

Mars

mat

me

mean

men

meringue .-
microscops

misht - . *
migrate ' P
mile )
milk by -
milksop

mind . |

mine

minute

.miss

moenkey

month .
moose. ) T
more

morning

mosaic °

most

moth ;

. mother’ >

maior,
mestor caz
month
move
much

mud
mummy
must . .
muzzie

my

myself

¥
nail.
name
naughity
near
nearly
need £
nephew '
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. sang’
Stp i >
s‘-t \!\*‘f -
saw,.~
eare
f‘"“.hwl
7 scissors.
5 scorch
- scratch
screw "
sa -
seagull
seat
second R
A see .
see
S sein saw
- sent - “
set ’ . station + through . .
¢ seven stave - throw . |
sewing stay tie |
she 1 step ; tiger ‘ |
shed * stick Stile
sheep + ostill till
shilling stitch time
shining stop tin
shiny story ting - ,
ship straight tip . |
shoe strangle tire .
shoqt straw to i ‘
shop strawberry today * °
short stunt together
should submarine told
shovel surprised tolerate
show swam tomorrow
shut ’ swim * ton
side swing too
. signal | sword took
silence ! .tooth
silly: table top
sing tackling touch
, ; ! sir tail toward
i | pence rid sister ' take toy
. people ride - sit .- taking tracl;
t pet . might sitting - tale train
¢ pick - river® six tame - tram
picking road \\sixpence tap . trap
picture roar skill tar tree .
. piece rob skip - tea triangle y
. pig robber skirt - teach tried .
_pilet | rolt sky, teacher _. trip . .
_ ' opin- , roof slee ¢ tear truck s |
' pink . round slide - tease trumpet -
@ pip row . slippe teddy try . |
‘ pipe ' un smell testh tud o
: pistol running snsp tell tuck . - |
\ " plas said . snow ten Tuesday ) §
- plane * same " sock tent . tulip .
AR plant - . sang soft . than tumble |
- . . \\ = /‘:
! ; /
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© °  tunnel very . week wind N, worn ' - .
turn . village (o well window \ worth . .-
- e twelve visit went -wink ‘ woald/ .
- twenty © Tvoice were wiater ouldn’t N
. twist wag © west wise : §sg,’
two wait. . wet ' wish ° te
twopence wake * whale *” witch - wrote
tymg - walk ~ W with wrong
- typewriter wall what without
e, walnut wheel wobbly « yard_
- . umbrella - want - when . .woke yarning
1 -uncle war’ where wolf year .
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APPENDI \
'l‘uble AJ Convetshn of Raw Seore t Ablllty Estimate

Auditery Discrimination -] Recoguitien of Initial
. . Consenant’Seunds -
- Items 1—40 Items-1=-17
Mean difficulty 500 - A Mean difficulty 50.0
Standard deviation'5.8 A Sundard deviation 2.8
. Raw Ability *  Standard Ability Standard
score estimzic” ~ ~-error \esums.. . orror
0 " <29 - 0 -~
1 2 5.8 1 .
C2 33 4.1 "2
3 36 34 - 3
4 37 30 4
s . 2.7 5
< 6 . 40 2.5 6 ¢
7 4 . 2.4 7
8 2 2.3 8
9 . 43 2.2 9
10 - 44 2.1 10
Ns*, 45 20 17
2. % 20. 12
13 . 46 1.9 13
14 - 46 1.9 14
.15 4 19 15 .
16 8- , 18 16
17 48 1.8 w7
18 49 ;1.8 ; ,
19 49 18 | ! !
] 50, 1.8
21 4 18 .
22 P T I ¥ ; ‘
. 52 « 18 X
24 .52 18 P
25 53 19 P
26 53 - . 1.9 E ’
27 54 19 | . |
28 55 2.0 v o .
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Table A.3 continued * \ ’
P '1‘ . Preppéitiong Verb Tense & v
ey Items 1—-9 . Itefns 19
- Mean difficulty 50.0 Mean difficuity 500 .| .
.~ Standard deviation 5.2 Standard deviation 6.7 |-~ -
" Raw Ability - Standard Raw Ability’  Standard "
score - estimate error score estimate error . -
R S 5 L 0 <37 l- N\
s 1y <39 o - 1 37 .4 \
2. .39 5.8 .2 4 48 N
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APPENDIX V

. Items 1-38
'\ Mean difficulty| 50.0
\, - Standard dsviation 6.8

: Raw™ " Ability [ Standard
score estimate error
o - <28 -
1 28 6.1
2-+ \gz 44
3 . 3K 3.6
N 3T\, 32
NS 39 2.9
6, 40 2.7
‘T 41 2.5
8 42 2.4
9 44 2.3
10 45 22
11 . 45 2.2
12 ‘45 2.1
13 46 2.1
14 47 2.0
15 . 41 2.0
16 48 .20,
17 .49 2.0
18 49 20
19 . 50 2.0
20 51 2.0
21 51 2,0
22 52 2.0
23 53 2.0
24 53 20’
25 54 2.1
26 55 2.1
27 55 2.2
28 56 2.2
29 57 2.3
30 58 24
31 59 25
32 60 2.7
33 61 2.9
34 63 3.2
35 65 3.6
36 68 44 .
37 . 72 6.1
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EXPLANATORY‘ NOTE
Thns test forms part of the ACER Early School Senes, a set of dlagnostnc
and screening mstruments designed to-provide teachers working with

school beginners with a variety of approaches for the early identification of

L certain abilities and developmental needs of individual children.

All tests in the series are specnﬁwlly designed to be used by teachers.”
_This decision.is based on the premise that the classroom teacher plays the
key role in the early identification of children who may be at risk for
learning handicaps or other, school problems. It is hoped that these tests
maycomplement other ways of assessment and the teacher’s judgment, in

identifying children who may require more mdmdual attention to develop

their learning potential. - -

_ \The planning of classroom activity needs to take into consideration not
only the individual differences between children in one begmners grade,
~ “but also the considerable differences which are frequently found within
one and the same child with respect to the development of language and

. other skills, personal experience, knowledge, and other resources.

‘The ACER Early School Series is aimed at identifying levels the child

: -A has reached by providing a standardized assessment through tasks ‘which

are based on; regular classroom activity and which, through minimal

interruption to the teaching program, may aid in adjusting mstructxon to _

the mdnvndual child’s abiities and needs

This booklet contains generar and detailed directions for 'the
_admmnstratnon of the Word Knowledge-Test.

B 4 ~

" Other tests contamed in.the series are:
Figure Formation Test
Number Test
Recognition of Initial Consonant Sounds Test
Auditory Discrimination Test
. Receptive Language Skills
Comprehension Test '
Negation Test
. Prepositions Test
" Pronouns Test
. Verb Tense Test
Early Idenuﬁcatlon and Intervention: A Handbook for Teachers and School
Counsellors is common to all 10 tests, and contains information concerning

k4

.. the rationale of the tests, their use¢ and interpretation, and details

pertaining to their development @
_ ACER Earty School Series. Word Knowledge Test Directions for Administration. Copyright ® ACER 1981.
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- GENERAL DIRECTIONS FOR
. ADMINISTRATION

a Advance Plannmg - :
e : To ensure that the results of testmg are as valrd and reliable as possible, it
o is suggested that teachers familiarize themselves with the following
instructions during the plannmg stage some time before the day of testing:
| 1 Familiarize yourself with™ Early Ildentification and Intervention: A
" Handbook for, Teachers and School Counsellors, with the test booklets,
* . and with the Detailed. Drrectrons for Administration contained in this
booklet )
2 ZEnsure that suﬁicrent test booklets are available, rncludmg a few extra
“ copies for emergencies.

3 Prior to the day of testing, enter the child’s name and other detarls
required on.the front of each test booklet..

4 Have available a sufficient supply of crayons or pencils and markers for

: .~ each child. .
: 5 Have available a box of tissues. N
= 6 Children should be tested in small groups of no more_then eight
: . _ children. If at all possrble no more than five children shouid be tested

o at once.,
1 Attempt to obtain the heIp of another teacher as assistant for the days
. " of testing.
) 8 Arrange place for tesfing.
9 Ensure that you are not disturbed while you are administering a test.

On the Day of Testmg
1 Have this booklet open at the pu.es giving the detarled directions.
2 Provide yourself with an unused test booklet for the tect you are about
to administer. This is essential as you are required to refer to the test
. booklet to demonstrate during the reading of the detailed instructions.
A useful%khmque for the admmrstratron of the tests may be to hold
the test booklet open at the approprrate page so that it faces the
children. Place your copy of the Directions in such a way that you can
read the directions and at the same time point to the appropriate
e section on the test booklet, so that the children can see exactly what
- g you are referring to. :
. =’ 3 Have available paper and pencil for yourself in case itis necessary for -
you to make notes. , -
4 See that the tables or desks used during the testmg are cleared.
, 5 Arrange seating in such a way as to avoid copying.
C . = ACER Early Schoo! Series. Word Knowledge Tast Directions for Administratién. Copyright © ACER 1981, " ©
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6

Arrange for all children to be tested tq visit the toilet just before the
startof thetest, ~ . o . '
Lay out a test booklet, crayon and marker for each child.

Check the narfies on each test booklet to ensure that each child has the

. correct booklet. . L ; .

7;
8

©. During Testing o
. 1. Make every effort to maintain a manner and classroorn atmosphere
which are as natural as possible. -

~ 2 - Minimize distraction during the test, :-
7,3 Readthe directions for each item exactly as priated. '
' _’4 During the admipistration of practice and example items (marked by
letters in the directions) spend as much time as necessary to make sure
that each child understands what is_required. It is important that each . |
. child approaches the test items with confidence. .
4 'S In the case of test items (numberéd items) do not give any help
’ beyond reading and demonstrating the instructions as printed. )

v

-

. Scoring — General Rules - .
1 Do not try fo score the test without using the Score Key. The Key is
.. provided to make the scoring objective, quick, and accurate,

2 Example iterns and preliminary exercises are not to be scored.

- 3 Record the number of points scored in the margin next to each item.
After the test has been marked, place the total score after ‘Number of
correct items’ on the front of each test booklet., :

4 Allscoring should be re-checked to ensure maximum accuracy.

5 Follow the specific directions given for scoring this tes:.

6 Much time is saved and the likelihood of errors is reduced if a single
testis scorc?’d for the entire class at one time. )

f
/ ,
; -
/“‘
//
t/” -
i
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DETAILED DIRECTIONS FOR
ADMINISTRATION

t - L

| Matér‘als reqmred Each child should have a test booklet, a cardboard
. ' . marker (size 12.5 cm x 20em, 5" x8"), and a crajon
f ’ , o or pencil . c A a e

-

" To admtmster the test follow the dxrectlons exactly as given below The
test may be gtven in one session of several sessions. If the test is to be

2 L _ administered in sections over a number of days, administer the two

- - examplent\enﬁls Aand B, at the beginning of each testing session and then

TS proceed to the item followmg the one which was administered last.

D Distribute.booklets, pencils, and markers, making sure that each child-
" recexves the booklgt wnth his or her namne on it.

S . ay:

S - ‘Open your books at’page one. This is the page which

- hasone star at the top.

[, M . Admmtster example 1tems as follows:

. say: - .
i Example A Today we-are going to work with some pictures.
"+ ARM + Put your marker under the first row o: pictures. -
R : Notice that there is a cross (+) at the beginning :
B : - and at the end of the row.
- . Place your marker in such a way that you can seethe .|
, two crosses and the pictures in that row.
. (demonstrate) -

The pictures are LEG, ARM, EAR, and HAND.
.Now take your pencil and put a cross (demonstrate +
" on the board) on ARM.
: ’ Put a cross on ARM. : ”

Check that each .child has marked the correct word. If
necessary illustrate by marking the test page in your
 demonstration booklet. .
When all children have. ﬁmshed

|
\
\
|
L
‘L T " say:
|
|
r
t

Example B Put your marker under the next row.
o BALL o! Thére is a circle at the beginning and at the end of
this row.

) Put a cross on BALL.
ACER Early School Series. Word Knowledge Test Directions for Mmlnlskntlon. Copyright © ACER 1981.
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Lo " Make sure that all children make the correct response
I necessary help a child to make the correct cholc/ez

When all chlldren have ﬁmshed
. say: " -
Now you are qoing to work all-by yourself

. lamnot gohpe to help-you-any-more——
. Put your ma er under the next row of pictures.

- "Note: To assist marker' a)tgnment the first row of
~ picturés on each page has a cross-(+) or circle: ()
on either side. (Even numbered pages show +,
odd numbered pages show 0.)

Item - - -
1 DRINK Now put a cross on DRINK )
Put your marker under the next row of pictures.

2 FISH © Put a cross on FISH. N
- Put your marker under the next row. (Repeat this “
instruction for each item.)

" Now we'll do the next page — the page with two stars
at the top. ° -
Fold your book over. (demonstrate)
Put your marker under the first row so that you can
) see the cross at the beglnning and at the end of the
o . the row. (demonstrate) - N

P

3'+ HORSE + Put a cross on HORSE, 4

"4 SHEEP . Puta cross on SHEEP.
- Check to see that each child has the correct page and
line. . .
: ) " . } |
. §SLEEP  Puta cross on SLEEP. !

* 6SCISSORS - Puta ctoss on SCIESORS. e

~ Turn your book over. -

This page has three <tars at the top

Put your marker unc'er the first row, so that you can
P see the circle on each side.

7 o CLOCK d Put a\cross on CLOCK

PR mmwmmxmrutommuwmmwvmmw




A - -

. 8 FAT - Put a cross on FAT. ,
R Check to see that every child has the correct page and
lme A
|

I

" 9 PAPER Putacross on PAPER.
= 10 FINGER  Puta crds;s/ on FINGER.

o S g .Turn the page over7
SO . Fold your book back. (demonstrate) .
o . This page has four stars at. the top.- ’ .
o Put your marker under the first row, so that you can
: ¢ ' see a cross on either side.

<

11 + COAT + Puta cross on COAT.
12 BIKE  Putacross on BIKE. )
_i3 WINDOW  Put arérgss on \{VINﬁow. .
". - 14 BROTHER , Puta cross on BROTHER. I
: Turn your book over.

" This page has five stars at the top. 5
Put your marker under the first row. (0...0 PR

150 HAMMER o Puta CfOSo on HAMMER.
: / 16 iVIAN ' Put.a cross on MAN.
17 PIG Put a cross on PIG.
18 STORY  Puta cross on STORY.
1 urn the page over. ' ” .

Fold back your book.
. . This page has.six stars at the top.

Put your marker under the flrst row, (+ ... +)

o 19 4— FIRE + Puta cross on FIRE..
-.20_GRASS Put a cross on GRASS
. 21 BIRTHDAY | Put a cross on BIRTHDAY. /
£ ACER Early School SO'IOS. Word Knowledge Test D(feclbm lor Administration. Copyright © ACER 1981 ) ’/’;
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_ Put a cross on PAiNT.

: \ ~+ Turn your book over. l ‘
N ¢ This page has me:ejtars at the top.
Put your marker under, the first row. (0 ... o)

*'j‘f’f" 2 6FL‘Y1 ' Putacross onFLY. J
.

!
i

.5 24 DOCT Put a cross on DCCTOR.
28 SLIDE \Eut a cross on SLIDE;

=

53'""; 26 PUSH | Putacross on PUSHr
| Turnthe page. ! -
\ Fold back your book/
. This page has eight stars at the top. |
Put your marker under the flrét row. (+

- 27 + BUCKET+ Put a cross on BUCKET. _ s

. 28 LAUGH \' Put a cross on LAUGH.
., 29.BEACH  Puta cross on BEACH.
o B0 BEAS :

.. 30 BUTTON  PutacrossonBUTTON. |
Turn ycur book over. ‘ {

- . This page has nine stars at thé top. - '
v Place your marker under the fl(st row. (o
. 31 o KNIFE o- Put a.cross on KNIFE. - \ -} / T
. \ a

* - 33 HAPPY  Putaciosson HAPPY. .
MBRUSH ~ PutacrossonBRUSH. © ~
' Tum the page. L T

\ Thig page has ten stars at the: top
' Put your marker under the first row of |
\ pictures. (+

; 7{ 35-FGARDEN+ Put a cross on GARDEN.

ACER Earty School Series. WotdKnowbdDOTﬂLthionﬂorMmW:hﬂonCopyﬂoM‘ACER 1981,
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36FELL . Putacross on FELL. ' L
' o T s ‘ o 5/
' 37 NEST Putacioss onNEST. = - R

38 GLASS . Putacross on GLASS
Now put down your crayons and tur yorir books over.

ol S

Collect the booklets as soon as the final item has bee‘/r completed

‘ ’

Scorrng (Maxtmu _score: 38) .
If thie-test is administered in a number of sessions, leave the scormg until
the whole-fest.has been completed. .
Do not scqre example items. _ ' "
-Score one point-for each correct item crossed, i.e. possible scores for -

. each.item are zero (0) or one “1). Zero (0) is given for items in which
either one or more wrong pictures, all prctures, or none of the pictures
have: bcen crossed. \ ,

\ t . During scoring, place a tick (v) in the right-hand margin next {o each

correct item. Count up the number of correct items and record the total —
number of correct rtems where lndlcatecl/n the front of the test booklet

- . . s
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) . EXPLANATORY NOTE

! This test forms part of the ACER Early School Senes a set of dlagnosnc -
\ and screening instruments designed to provide teachers working with
school beginners with a variety of approaches for the early identification of
certain abilities and developmental needs of individual children..
All tests in the series are specnﬁcally designed to be used by teachers.
. This decision is based on the D premise that the classroom teacher plays the
key role in the early identification of children who may be at risk for
. . learning handicaps or other school problems. It is hoped that these tests
> may complement other ways of assessment and the ;eacher s judgment, in
identifying children who may equnre more individual attention to develop
thelr learning potential: ?

The planning of classroom actnvnty needs te take mto consideration not
only the individual differences between children in one beginners grade,
but also the considerable differences which’ are frequently found within
one and the same child with tespect to the development of language and
mher.skllls,_pe:sonal experie ce,_knowledge and other resources.

o The ACER Early School Series is aimed at 1dent1fy1ng levels the child
‘. .- hasreached by providing a standardized assessment through tasks which
are based on regular classrqom activity and which, through minimal
intertuption to the teaching program, may aid in adjusting instruction to
the individual child’s abllmestmd needs. s -

-

S This , booklet contains general and detailed | directions for the
0 administration of the Comprepension Test.

I
s . Y !
SO Other tests contained in the series are: \
o Auditory Discrimination Tést \
Figure Formation Test | " \
. Number Test * \ \
' ‘ Recognition of Initial Consonant Sounds Test -
O Word Knowledge Test ‘. ,
* Receptive Language Skills < .
‘ Negation Test g
\ \ Prepositions Test |
' \ Pronouns Test ‘* \ L
: { Verb Tense Test L \ j
M Early Identification and Intervention: A Handbook for Teachers and School
‘- . Coansell&rs is common to all 10 fests, and contains information concerning’
* = the rationale of the tests, their use and interpretation, and details
\ pertaining to their developmenn. \

ACER Early School Series. Comprehension Test. DueclkLs for Admlni/s/trabon Copynght © ACER 1981 \ ,
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- Arrange place for testing. ’

GENERAL DIRECTIONS FOR "
ADMINISTRATION ~

. -Advance Plannmg . . .
. “Toensure that the results of testing are as valid and rglnable aSpossible, it
is_suggested that teachers famlllanze themselves with the following .
- mstrucuons during the planning stage some time before the day of testing:

Familiarize yourself -with Early Identification and Intervention: A
Handbook for Teachers and School Counsellors, with the test booklets,
and with the Detailed Directions for Admlmstratlon contained in this
booklet.. =~

Ensure that sufficient test booklets are avallable lWa
copies for emergencies. T

Prior to the day of testing, enter the Chlld s name and other details ‘
required on the front of each test booklet. ! .-
Have available a sufficient supply of crayons or pencnls and markers for

eachchild. -~ = . I
Have available a box of tissues. - '
Children. shouid be tested in small groups of no more than eight
children: If at all possnble no mare than five children should be tested

at once.

Attempt to obtain the help of another teacher as assistant for the days

of testing. ) -~

Ensure that you are not disturbed while you are administering a test.

v
y
v

On the Day of Testing

_Have this booklet open at the pages giving the detailed directions.
Provide yoursel_f'Wlth an unused test booklet for the test you are about
to administer. This is essent(al as you are required to refer to the test
booklet to demonstrate during the reading of the detailed instructions.

A useful technique for the administration of the tests may be to hold
the test booklet open at_the appropriate page so that it faces the
children. Place your copy of the Directions in such a way that you can °
read the directions and at the same time point to the appropriate .
section on the test booklet, so that the children can see exactly what )
you are referring to.
Have available paper and pencil for yourself in case it is necessary for
you to make notes.
See that the tables or desks used durmg the testmg are cleared. s
Arrange seating in such a way as to avoid copying. . ’

ACER Early School Senes. Comprehension Test Diractons for Mmmistvahon Copynght ¢ ACER 1981




AT

6 Arrange for all children to ba”}ested to visit the toilet just before the
. start of the test.

Lay out a test booklet, crayon and marker for each child.

Check the names on each test booklet to er:sure that each child has the |
correct booklet

o0 ~J

-~

During Testmg

1 Make every effort to marntamh manner and classroom atmosphere
which are as natural as possrble v

2 Minimize distraction duririg the test

3 . Read the directions for each item exactly as printed.

4 During the administration of practice and example items (marked by
letters in the directions) spend as m,uch time as necessary to make sure
that each child understands what is required. It is important that each
child approaches-the-test-items withi confidence.

5 In the case of test items (numbered items) do not give any help
beyond reading and demonstrating t_he instructions as printed.

Scoring — General Rules

T 1 Do not try to score the test without using the Scorz Key. The Key is
provided to make the scoring objective, quick, and accuratz.

2 Example items and preliminary exercises are not to be scored.

3 Record the number of points scored in the margin next to each item.
After the test has been marked, place the total score after ‘Number of |
correct items’ on the front of each test booklet.

B 4  All scoring should be re- checked 10 ensure maximum accuracy.
T 5 Follow tne specrﬁc directions given for scoring this test. .
- 6 Much time is saved and the likelihood of errors is reduced if a single
testlis scored for the entire class at~one time.
\
J
ACER Early School Series. Comp Test Direct for Administration. Copynight ® ACER 1981
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" DETAILED DIRECTIONS FOR
ADMINISTRATION

Materials required: Each child should have a test booklet, a cardboard
marker (size 12.5 cm x 20 cm, 5" x 8"), and a crayon
R . or pencil. e 7
To administer the test follow the directions as given below. It is essential
that each item is read exactly as printed.
Distribute the test booklets, pencils and markers, making sure that each
child receives the booklet with his or her name on it.
Wait until all children are ready to begin.
Say:
Now (Today) | am going to tell you some stories.
You will find the pictu-e that shows what | tell you.
Open your book to the page that has one star
at the top. (demonstrate)
Put your marker under the top row of pictures
like this. (demonsjrate)

Check that all children have positioned their markers
correctly.

Say:

Now listen to this story.

Practice The children like watching TV. Sometimes the picture
item A is not very good. There is something wrong with the
TV TV. Father has to fix it. He has fixed it. Now all
’ - the family can watch TV again. _
Put a cross on the picture that shows the family
watching TV.

H

Check that all children have placed a cross on the correct

picture, and assist those who are finding the task difficult.
Make sure that all children have understood what is

required. If necessary point to\each picture and explain.

Here the boy is watching TV . ). in this picture the

girl is sitting in front of TV. | think something has

gone wrong ... In this picture father checks whether

he has fixed the picture ... Now point to the.picture

which shows all the family watching TV again ... Yes,

ACER Earty Schoot Seves. Compreherision TesL Directions for Administration. Copynght © ACER 1981 -
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that's right. Now'put a cross (demonst:ate X on the
“board) on the picture which shows the famlly
watchmg T .

- Give no fErther help -

Say: ' -
Now put your marker under the next row of plctures

[ - ~

Check that all children have positioned their markers
~ correctly i
Say: . - ?

- T, Y

-

Item 1. Jim and Anne hke to go to the swimming pool
POOL They always take their bathers and towels as
T * they love to swim. - N
They splash in the water and jump off the edge. *
Put a cross on the plcture that shows this.

Put your marker under the bottom row of plctu?es. '

: Check that all children Wave moved their markers to the-
: - - required position. '
Say:
item 2 Now make a cross on this picture.
WORM Baby bird was hungry.
. ‘He sat on a branch near his nest. - -
Mother bird brought him a fine worm and put it
in his'mouth. *

Wait until’ all children have finished. ,

Say:
Turn the page over.
This page-has two stars at the top
. Item 3 Put your marker under the top row.
ot - PIZZA Make a cross on this picture.
S It is made from dough. -
Cheese, tomatoes and salami make it good to eat.
- it is cooked in a big oven in a special shop.
. People cut it in pieces and eat it

Put your marker under the next row of pictures, f

E's- ACER Early School Serles. Comprehension Tost Directiors for Administration. Copyright © ACER 1981 ¢
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" Item 4 Put a cross on:the pucture that shows thls, B R —
* ¥ DOLL %. The little doll is on the bed. " !
I ' Two girls are standing by the bed. - N
coo o w - Put@ cross on that picture. ‘ ™
oo S 'oPut your marker un’der the next row. \ |
: ' A “ o
A . Check, that all chlldren ‘have. posmoned thelr markers v
s correctly, g \
\ - Say: - - a7 .

‘' HemS5 - : Make a-cross on thls picture. ~* ~ -
. » HOLIDAY Bill and Joan are going for a holiday. - =
SR They are to travel by train. “"«; ; v, a
o " Mother and father are on the'station wrth them
LN They have a case for their. c!othesaand a bag .

Lo . for their toys. -

- _+ v Put your marker under the bottom row of prctures.' .
Item 6 . .Make a Ifmss on this pucture e ' .
HOUSE - - John-aridd Mary were playing with blocks. L 4

C They built a large house. . ) -
It had a chimney:twe windows and a door. ~: . -
; Put your pencil down and turn your book over. .
,; _ You can have a little rest now.

R . . k4 5 .

. ) - . ~ ~3
Colleci the test booklets as soon as the last item has been completed.

,,.” .
Scormg (derm score: 6) < “ .
. Score one point for eath correct item. Possible scores for each item are one
(1) and zero (0). Zero (V) is given for items in which an incorrect picture,

- no picture, or more than one pictuge has been crossed. For an item in

- . . which one correct and one or more’incorrect pictures were marked, zero o
(0) points are given.

 During scoring, place.a tick (v ) for each correct item in the appropriate ’

boxes providéd for this purpose in the right- -hand margin. - "

- Record the total number of correct responses. where indicated on the

* front of the test booklet. | . , .
ACER Early Schoot Sénos. Compreh Tast D lor Adi n, Copynght © ACER 1981 Y .
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EXPLANATORY NOTE
. This test forms part of the ACER Early School Series, a set of diagnostic R
) and screening instruments designed to provide teachers working with
- school beginners with a variety of approaches for the carly identlﬁcatj(sn of
certain abilities and developmemal needs of individual children.

All tests in the series are specnﬁcally designed to be used by teachers.
This decision is based on the premise that the classroom teacher plays the
key role in the early identification of children who may be at risk_ for
learning handicaps. or other school problems. It is hoped that these tests
may complement other ways of assessment and the teacher’s judgment, in

) identifying children who nay reqmre more individual attention to develop
; -, their learning potential.

“The planning of classroom activity reeds to take into consideration not
only the individual differences between children in one beginners grade,
but also the considerable differences which are frequently found within
one and the same child with respect to the development of language and
other skills; personal experience, knowledge, ar J cther resources.

" "The ACER Early School Series is aimed- at 1dentifying levels the child
ha .eached by providing a standardized assessment through tasks which
are based on regular classroom activity and which, through minimal

. ;nterruptlon to the teaching program, may aid in adjusting instruction o
v the mdnvndual child’s dbllllleS and needs. .

ThlS. booklet contains general and dctailed directions for the
administration of thz Negation Test.

Other tests contained in the series are:
Auditory Discrimination Test . T
Figure Foirimation ‘Test .’
Number Test ’
Recognition of Initial Consonant Sounds Test
Word Knowledge Test -
Receptive Langirage Skills
Comprehension Test
Prepositions Test
Pronouns Test
Verb Tense Test .
S Early Identification and Intervention: A Handbook Jor Teachers and School
‘ 'i Counsellors is common to all 10 tests, and contains information concerning
: the rationale of the tests, their use and interpretation, and deiails
pertaining to their develop'mqnt,
ACER Early School Series. Wegation Test. Directl‘ons for Admim‘sltahon Copynignt © ACER 1981
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GENERAL DIRECTIONS FOR
ADMINISTR "TION

~ Advance Plannmg T
_ To ensure,that the results of testmg are as valid and reliable as possnble it
is suggested that teachers familiarize tHenwselves with the following
instructions during the planning stage some time before the day of testing:

1 Familiarize yourself with Early Identification and Intervention: A
Handbook for Teachers and Sc)zool Counsellors with the test booklets,
and with the Detailed Dlrecnons for A mmlstratlon contained in this

2
3
74

booklet. w -
Ensure that sufficien. test booklets are avallable including a few extra
copies for emergencies.

Prior to the day of testing, enter the chlld s name and other details
requiréd on the front of each test booklet.

Have available a sufficient supply of Ciuyons or pencils and markers for

. —eachchild.

S Have available a box of tissues.
.6 Children should be tested in small groups of no more than elght
_children. If at all possible no more than ﬁve children should be tested
at once.
7 Attempt to obtain the help of another teacher as assistant for the days
of testing,
», - 8 Arrange place for testing. - ‘
- 9 Ensure- that you are not disturbed while you are ddmmlslermg a test.

On the Day of Testing '
1 Have this booklet open at the pages giving the detailed dlrectlons
2 Provide vourself with an unused test booklet for the test you are about
to administer. This is essential as you are required to refer to the test
booklet to demonstrate during the reading of the detailed instructions.
A useful technique for the administration of the tests may be to hold
the test booklet.open at the appropriate page so that it faces the
_children. Place your copy of the Directions i1 such a way that you can
read the directions and at the same time point to the appropriate
section oz the test booklet, so that the chlldren can see exactly what
o - vou are referring to.
Lo {3 Have available paper and pencil for yourself in case it is necessary for
you 1o make notes.
. 4 Seethat the tables or desks
-5 Arrangeseating insuch 1w
ACER Early Schoo' Senes. Negalion Test. Directions fo -
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¥ rrange for all chlldren to be tested to visit the tonle{
t

! ust before the
. art of the test. \ \T
.~ 7T-1iay outatest booklet, cmyon and marker for each chllq |
’ 8 heck the names on each .est booklet to ensure that edch ch\ld has the
cd{rect booklet.

S ) During Testing N o

1 Make every effort to maintain a manner and leSS[’OOITl at osphere
o which.are-as-natural as possible. . 1A

2 Minimize distraction during the test.” ' \

3 Read the directions for each item exactly as printed. ‘

4

During the administratioq of practice and example .uems (marked by
letters In the directions) spend dS much ume as necessary to make sure

i
sl
=
s 8
=
o
e

Scormg — Geeneral Rules B " .
1 Do not try\to score the test withou. using the Score Key The Key is
e - provxdedt make thesconng ObjeClIVC quick, and dccurate;
‘ 2 Example items and prehmmary exercises are not to be sco;ed \
3 Record the number of points scored in the margin next to each item.
After the tes\ has been marked, place the total score after ‘“Number of
> correct items’ on the front of each test booklet. iy |
’ Allscoring shpuld be re-checked tn ensure maximum accuracy. | \
Follow the Sp ific directions g.ven for scoring this test. '

Much time is s‘a\ed and the likelihoed of errors is reduu.d if a pmgle
test is scored for the entire class at one time.

\ | ,' .

O\ L b

S ‘ \ |
e S ) . ‘
- . . |

: / I o |

. ot f ’ |

| ’
1 - . -
i -
2 3 t
¥ : I
3 ) YA ‘
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\ DETAILED DIRECTIONS FOR
/ - ADMINISTRATION. -

; ,
o Mhtenals required: Each child shou]d h%we a test booklet, a cardboar,d
\ marker (size 12:5 cm x 20 cm, 5" x 8" an(,} a crayon

or pencil. ‘ ;‘ . Y :

0.1__

To admlmste the test follow the dlrectlon§ as gwen below. It is essential
thdi each ltem be read exactly as prmted Distribuic the test booklets,
pencxls and, markers, making sure that each child receives the correct
. bdoklet, i.e. L‘he booklet with his or her name on it. .
|
\ Wait until the children are }eady to begin. /”

| de - i /

\ Today we are going to work with more pict res.

| .| I will tell you something abput one of these pictures,

and | want you to put a crpss (demonstrate on the bo1rd)

-4 on-the-picture- l -am- talking about: . |
\1 \Do not open your booklet i B
\ Put your marker under theT row of plqturés at the
\ " bottom of the page. y
- heck that all children have followed lthis direction.
L * ay: 1
Practlce They have built a house wlthout a door '
. item A ut a cross on that picture. '

Check that all children have placed a cross on the correct

picture, and help those children who haveé found the task
difficult.

Wixt until all children have understood the task.
| Sa

Tum to the page with.one star at the top.

Put your marker under the first row. (demonstrdle)

\ Not Do not give any further help

\
l
\ . .
ACER Early, School Sevies. Negal dn Test Drect for Ad Conyright & ACER 1981
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T

. . Make a cross on that picture

/

R .
- Item 1 Let's look at these plct‘ures ’ /

"¢ ' Findthe onel telf youabout. . ° |
Ve The cake has fio candies on it. |
B ake cross on that picture. i

o c
Ttem 2° Put your/marker under the nextrow: |
) _The hen hasn't any chicks.

. Make a cross on that nicture

—

Item 3 Put your‘marker under the next row:
. The bear couldn’t get. through the fence.
Make a cross on that picture.
Item 4. Put your marker under the next row.
o The fish is riot in.the water.
. Make a cross on that pncture

L]

! _ Now turn the page, like this. (demonstr‘\te)
T This page has two stars at the tOp

¢

P Check that each child has-the correct pa;,e
o , \ Say: 4, »
1iemn S . Put your ‘marker under the top row‘ ‘r

: The girl is not happy. 7 \

./
./
.

&
]'

Item 6 R{rt your marker under the next ro
, The car won’t go. .
‘ Make a cross on that picture. - ;
Item 7 Put your marker. under the next row.

Find the one that isn'ta boy. ’
Ma\\ke a CI’OSo on that picture.

~

. Item 8 Put your marker under the next row.

' ) The.boy can't reach the shelf. ,
’ Make a cross on tiat picture. -

Put your pencils down. Turn your book over.

' Have a rest now.
. .

¢

. Coli¢ct the test booklets as soon as the last item has beelz completed.

ACER Eamg Schoot Series. Negation Test Duectnns for Ad
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- Scoriig (Maximum score:-8)

- -t . Scoreone point for each correct item. Possible scores for gach item are one

* (1) and zero (0). Zero (0).is given for items in which an mcorrect picture,

. no picture, or more than one picture has been crossed For an item in

+* which one correct zind one or more incorrect pictures were marked, zero

~ (0) points are gnven. : .

- During scoring place a tick {v ) for each correct item in the appropnate
‘boxes, provided for this purpose in the right- -hand magg;h _

. Record the total number of correct-re”sponses where indicated on the -

'~ * front of the test booklet ‘ . 2/ X

Tl

—

Tt . . -
____ AGER Eatly Schoot Series Nogaton Test O for Ad tration. Copyright ¢ ACER 1981
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This test fbrmg part of the ACER Early School Series, a set of diagnostic
and screening sinstruments designed to provide teachers workﬁlg‘ with
school beginners with a variety of approaches for the early identification of
certain abilities and developmental needs of individual children.

All tests inthe series are specifically designed to be used by teachers.
This decision is based on the premise that the classtoom teacher plays the
- —____key role in the early identification_of children who may, be at risk for
S learning handicaps or other school problems. It is hoped that these tests
may complement other ways of assessment and the teacher’s judgment, in
identifying children who may require nmore individuat attention to develop
their learning potential. )

The planning of classroom activity needs to take into consideration not
only the individual differences between children in one beginners grade,
but also the considerable differences which are frequently found within
one and the same child with respect to the development of language and
other skills, personal experience, knowledge, and other resources. -

The ACER Early School Series is aimed at identifying lgvels the child
has reached by providing a standardized assessment through tasks which
are based on regular classroom activity and which, through minimal
interruption tosthe teaching program, may aid in adjusting instruction to
the individual child’s abilities and needs. )

1 . -
This booklet contains ‘general and detailed directions for the

7, administration of the Verb Tense Test.
o ; 5
Other tests contained in the series are: ]
Auditory Discrimination Test : )
o Figure Formation Test A ?
‘z Number Test

4

. Recognition of Initial Consonant Sounds Test
woeeee____Word Knowledge Test

—amn

) . ‘Recéptive Language Skills ...}, ’ —
Comprehension Test : e .
. Negation Test { T

* Prepositions Test '
Pronouns Test
Early Identification aad Intervention: A Handbook for Teachers and School
Counsellors is common to all 10 tests, and contains information concerning
the rationale of the tests, their use and interpretation, and details
pertaining to their development.- - ’
ACER Eaty Schoot Series. Verb Test Directions lor Administration. Copynight ¢ ACER 1981.
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. GENERAL DIRECTIONS FOR
a ADMINISTRATION

TTTT——

o ————

Advance Planning ‘
/ To ensure that the results of te§tmg are as valid and reliable as possnble it

.is suggested that teachers faml\amze thomselves with the following - —
instructions during the pianning stage some time before the day of testing:

1 Familiarize yourself with Early Identification and Interyention: A
Handbook for Teachers and School Counsellors, with the test booklets,
.and with the Detailed Directions for Administration contained in thls
booklet.

Ensure that sufficient test booklets are available, including 4 few extra
copies for emergencies.

Prior to the day of testing, enter the child’s name and other details
requited on the front of each test booklet.

Have available cient-supplyof crayons or pencils and markers for o
. ,’“’-/‘ .~ T
. e 5

avallable a box of tissues. ] P

hildren should be tested in small groups of no more than gight
children. if at all possible no more than five children should be tested
at once.

Attempt to obtain the help of another teacher as assistant for’ the days

of testing. )
Arrange place for testing. N
Ensure that you are not disturbed while you are administering a test

- On the Day of Testing N
1 Have this booklet open at the:pages giving the detailed directions. N
“Provideyé with an unused test booklet for the test you are about

to administer. This is esseftial-as-you are required to refer to the test ~
booklet to demonstrate during the reading of the detailed instructions.

A useful technique for the administration of the testsmay be to hold ,

the test booklet open at the appropriate page so that it fates_the

_children. Place your copy of the Directions in such a way that you can

read the directions and at the same time point to the appropnate .
- . section on the test booklet, so that the children can see e ‘actly v.hat

you are refepring to.

3 Have available paper and pencil for yourself in case it is necessary for

. you to make notes.

4" See that the tables or desks used during the testmg are ¢-.ared.

5 Arrange seatingin such a way as to dvoid copying.

ACER Early School Series Verb Test Directions for Admimstration. Copyright © AGER 1981 >
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6 Arrange for all children to v. tested to visit the toilet just before the
start of the test. ’
7 Lay outa test booklet, crayon and marker for each child.

8 Check the names on each test booklet to ensure that each child has the

correct booklet.

During Testing .
1 Make every effort to maintain a manner and classroom atmosphere™” ;
which are as natural as possible. . .

Minimize distraction during the test.

02
.3 'Read the directions for each item exactly asprimed-
4

During the administration of practice and example items (marked by
letters in the directions) spend as much time as necessary to make sure
that each child understands what is required. It is important that each
child approaches the test items with confidence.

5 In the case of test items (numbered items) do not give any help
beyond reading ; and demonstrating the instructions as printed.

Scormg — General Rules :

1 Do not try to score the test without using the Score Key. The Key is
provided to make the scoring objective, quck and accurate.

2 Example items and preliminary exercises are not to be scored. .

3  Record the number of points scored in the margin next to each item.
After the test has been marked, place the total score after ‘Number of
correct items’ on the front of each test booklet. l !

4  Allscoring should be re-checked to ensure maximum accuracy. T

/SFtﬁmecnﬁc dlrectlons given for scoring this test. '
6 Much time is saved and the likelihood of errors is reduged if a single

test is scored for the entire class at one time.

~
P

< l ! )
?

£
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DETAILED DIRECTIONS FOR
ADMINISTRATION -

3

Materials required: Each child shouid have a test booklet, a cardboard
: marker (size'12.5 cm x 20 cm, 5” x'8") and a crayan.. .
or pencil. o

e

To administer the test follow the directions as given below. It is essential
that each item is read exactly as printed. Distribute the test booklets, pen-
cils, and marksrs, making sure that each child receives the bookle?‘with
, the correct name on it. :

’ L3
-

Wait until the children are ready to begin. l
Say: - . ’ '

Open your book so that this page, the page with one
star at the top, is in front of you. Fold back )
the page. (demonstrate fplding the booklet)

This is a picture story about a bear family.

Point to the picture at the top of the page:

Say:

Here are three bears, mother bear, father bear, and

baby bear. . i
Let's see what they are doing. ,

. 1 will tell you what they are doing; and i want you
to put a cross (demonstrate) on the picture which
shows what | tell you about the bears.

Ready?

Put your marker under the first row of bear pictures,
like this. (demonstrate)

Practice " Baby bear is running to"the house.
item A - - Pita cross on that.picture.

Check that all children have put a c.oss on'the correct f"

. picture. ] »

P If a child shows confusion, give assistance.-
, ACER Early School §(§nea Verb Test. Direct for Ad Copynght ¢ ACER 1981
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Say \ -~
Look! Here baby bear is shndlng outside the
_ ; house; here he is sitting on the swing; here he
— . is walking through the gate. and what is he
doing here? (wait for a reply) .
' Yes, he is running to the house.
- < You put a- cross on that picture.

3 v~ - ¥

st o " 'Note: Give no further help. Repeat each xtem once, only if
requxred .

Say: . )
Now you will work by yourself. o
I am not going to help you any more.

Listen carefully-and-put a cross on the

picture | am télling ypu about.

: _Put'your marker under the next row of
e pictures. -

]

- -~ ~

- Item 1 Baby bear has gone to bed. '
Put a cross on that picture. .

. Item 2 Put your marker under the next row.
. ) Baby bear fell down the stairs. .
»f—-i Put a cross on that-picture\.‘.\.w_.\.‘,’\',\,\;V s
. .- ~ Turn aver your book. (demonstrate)
. This page has two stars at the top.
ALheck that each child has the correct page
< Say:
Item 3 < Put your marker under the top row.

Baby bear has eaten his cake.
Puta cross on that picture.

Item 4 - Put you/ marker under the next row.
Baby bear is chasing the: cat; .

Put a cross an that picture. | - :
ACER Earty Schoo! Senes. Verb Yest Oweclions for Administration, Copyright ¢ ACER 1981
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) Item 5 Put your marker under the next row.
oo The cat is chasing baby bear.
- Put a cross on that picture.

Item 6~: Put your marker under the next row.
All the biscuits have been eaten. . . ,

Put a'cross on that picture. - |

Turn the page.
Fold over the book. (demonstrate) . -
- This page has three stars at the top. !

Che ateazirchild faces the correct pqge. -
- Say:. o _ : -
Put ’

Item 7 yogr marker under the top row. *
' Baby bear has finished his milk.
- . Put a cross on.that picture.

our marker ’under the next row. -
Father bear has closed ihe gate. ! 9
Put a cross on that picture. - ‘

{
i
Itérz Put your marker under the next row.
) J\\!ie\the,r,bAear_wjIl_,amswer the telephone.
Put a cross on that picture.

Put down your pencil.
Turn over your book.
You can have a little rest now. o

éoliect test bo ets as soon as the last item has been compieted.-

e v

. Scoring (Maxnmum score: 9)
Score one point for each correct item. Possible scores for each item are one
(1) and zero (0). Zero (0) is given for items in which an incorrect picture,
no picture, or more than one plcture has befn crossed. For an item in
which one correct and one or more incorrect pictures were marked, zero
(0) points are given.

During scoring, place a tick (v) for each correct item in the appropriate
boxes ‘provided for this-purpose in the right-hand margin. |
Record thé total number of correct responses where indicated on the

front of the test booklet.

[

ACER Early School Serias. Verb .Test Directions for Aministration. Copynight © ACER 1981
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This test forms part of the ACER Early School Serles a set of dlagnosuc
and screening lnstruk'nents designed to provide teachers working with
school beginners! with a variety of approaches for the early identification of
, certain abilities and d velopmental needs of individual children.
All tests in the series Are specnﬁcally desngned to be used by teachers.
This decision is based on the premise that'the classroom teacher plays the
v key role in the early jdentification of chi dren ‘'who may be ‘at risk for

may complement oth¢r ways of assessment arid the teacher's judgment, in
', . identifying children who may require more mtilvndual attention to develop
. their learmng potential. iy ’

‘The plannlng of classroom actnvnt)* needs to take into consideration not
only the individual differences between cl;lldren in one beginners grade,
but also the considerable differences wthn arc frequeiitly found within
one and the same child with respect to t/he development of language and
other skills, personal experience, knowledge and other resourges.

The ACER Early School Series is aimed at 1dent1fy|ng levels the=child

are based on regular [classroom activity and Wthh throigh minimal
interruption to the teaching program, may aid in adjustlng instruction to
the individual child’s aqlhtles and needs. .

\

This booklet contains general and " detailed dlrectlons for the
B |

ddministration of thle Pronouns Test. B

Other tests contained in the series are: g ~
Auditory Discrimination Test :
Figure Formation Test T \
Numbér Test )
Recognition. of Initial Consonant Sounds Test '

Receptive Language SKitis- / .
Comprehension Test ..
Negation Test . : Lo
Prepositions Test ‘ !

" Verb Tense Test - .

Early Identification and Intervention: A Handbook for Teachers and School
Counsellors is common to all 10 tests, and contains information concerning
_the rationale of the tests, their use and lnterptetatlon and detalls
?ertalnlng to, their development.

ACER Early School Sernes. Pro:/ouns Test Directons for Admimistration, Co?ynght © ACER 1981

learning handicaps or jother school problems It is hoped that these tests .

has reached by provndlt a standardized assessment through tasks which"*

Word Knowledge Test . \
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Advance Planmng ,’ ,'

+ ,'

GENERAL DIRECTIONS FOR
2 ADMINISTRATION -

{

/“—‘J

/ -
To ensure that the results of testing are as valid and reliable as possible, it

15~suggestec¥ that teachers familiarize themselves wit

the followmg

instructions during, the plannmg stage some tlme before the day of tesrmg

!
\

8.
.9

DS | Famrlrarrze yourself wrth Early. ldem(ﬁcanon and Intervemzon Y|

Handbook for Teachers and School Couns éllors with the test booklets,
and with the Detarled Drrectrons for A 'ministration contained in thrs

“booklet.

l

Ensure that sufﬁcrent test booklets are available, mcludmg a few extra

copres for emergencies.*

- Prior to the day of, testmg, enter th child’s name and other detarls

required on ‘the fronr of eacp test b
Have available a sulﬁcrent supply of
each child. |

Have avarlable a box of tissues.

ooklet.
crayons or pencrls and markers for

|

4

Children should be tested in small groups .of no more than eight

. children. If at all possrble no raore Y

at once. .

Attempt to obtain the help of anoth
of testing. - '

Arrange place for testing.

Ensure thit you are not drsturbed y

,On the Day of Testing .

1

-

2

5

ACER\Eany Tchool Serles. Pronouns Te; LDuecmns foc Admlmstralro W

‘you'to make notes

Have this booklet open at the pages
Provide yourself with an unused tes

an five chrldren should be tested

er teacher as assistant for the days
. \
vhile you are admiuistering a test.

ziving the detailed directions.
booklet for the test you are about

to administer. This is essential as yqu a\eg required to refer to the test

bookletito demonstrate during the r¢udin

A useful technique for the admini
the test booklet open at the appr
children. Place yaur copy of the Dir

of the detailed instructions.
stration of the tests may be to hold
opriate page so that it faces the
betions in such a way that you can

read the directions and at the same time point to the appropriate

section on the test booklet, so that

-you are referring to.

Have available pape( and pencil for

See that the tables or desks used dur
Arrange seatingin sucha way as toa

the children can see exactly what
vourself in case it is necessary for
ng the testing are cleared.

void copying.
981
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%” ' '/ / Arrange for all chrldren to be tested to visit the toilet just before the

A [~ start of the test. : .

H / 7 Lay out atest booklet, crayon and marker for‘each child. . ° ‘

] ,’ 8 Check the names on each test beoklet to ensure that each child has the

o / - ' correct booklet. | o —_— - e ! !
' / . . . . e s \
ey Durmg Testmg - - P ‘ \'
i .1 Make every effort to mamtam a ménner and lassroom atmosphere

which are as ‘natural as possiole.

2 -Minimize distraction durmg the test:' ., Qy ' Lo
T3 Read the trectronsforeach item exactly asprinted. _

4 Durmg th admrmstratron “of] practice and example ites (marked by

. lettersin, the directio, s) spend as much time as neccssary to makeé.sure
- that eachlchrld urldgifstands what is required. Itis rmportant that each

- child approaches hg test items with confidente./ s -

. 5 In the case .of testl items (numbered items) ao not grve any help.
L beyor-d rsadmg artﬁf emonstrating the instructions as prmted

v Scormg —,- General les '

PR,

provrded to make the scoring obJectrve quick, and accuraic. '
2 Example items and prehmmary exercises are not to be scored.
-3 Record the number of points scored in the margin next to each itern.

) A/fter the test hag beent marked, place the total score after Number'of
"~~~ [~ correct items’ on the front of each test booklet. ~
‘1 4 All scormg should be retchecked to ensure maximum accuracy. |
i S Fo{low the Specrﬁc directions given for scoring this test.
. 6 uch time is saved and the likelihood of errors is reduced if a smgle ¢
! test js scored for the entire class at one time. .+ ' \
i - - A
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.1 Do not try tp score the test without using the Score Key. The Key i 7 .
' \



" . DETAILED DIRECTIONS FOR
- ADMINISTRAFION -

Matenals required: Each child should have a test booklet a cardboard
: marker (size.12.5 cm x 20 cm, 5" 8"} and a crayon

or pencil. .«

@

To administer the fest follow the directions as given below. It is essential
that each item is read exactly as printed. Distribute the test booklets, pen-
cils, and markers, making sure that each child recelves the booklet with his
. or her name on it. .

.
. ° -

Wait until the chlldr n are ready to begm

oay.
Now (Today) we are going to look at some ptctures -
Y ... about the family. | :
. -~ Here is a mother, a father, a boy anda girl.
. (Point to the picture of the family group) -

Let's see what they are doing.

Put your marker under the row of ptctures at

i the bottom of the page. , |

VY

| _ ’ Demonstrate and help those children who may find the task
" difficult. ~
. Say: -
Practice The family is looking at books.
item A Father has a book, the boy has a book, the girl
has a book.
Put a cross (demonstrate x on the board) on hers. e

R ‘ Check that all chlldren have placed a cross on the correct
T ) plcture and assist those who are ﬁndmg the task difficult.

“\ Make sure that all children have understood what is
' . required. If necessary, point to each Lglcture and explain:

\ This is his book, this is her book, this is
T\ their book, this is his. Now point to hers
\ ....That's right ... Now put a cross on hers.

Give no further help. -
ACER Early School Serie&Plonouns Tost. Dnrect-ons for Administration, CODYWM ¢ ACER 1981
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_ Say: ' o
- Open your book. : [ .
., Fold back the page. (demonstrate) E
This page has one-star at_the top. -

o

Demonstrate and make sure that each child has found the
~ required page.
. Say: L ’ I
- .- Putyour marker under the first row of pictures.
v ’ (demonstrate) ’ ‘
Listen carefully to what | say.

% e

Itern 1 The dog chasedher.” . .

. Put your marker under the next row of plctures s

' Item 2 Her hands are dirty. 4 ‘
Put a cross on that picture. - o j

- Put your marker under the ne{xt row.

el Check that each child’s marker is in the correct
- ‘ position for item 3. .
. Say:

Put a cross on that picture.

#

Put your marker under the bottom row of pictures. ~

’ -

————

Item 4 Mother gives a cake to him.
3 Put a cross on that picture.

Now turn your book over. This page has two
stars at the top. (demonstrate) . -

Put your marker under the top row of pictures.

Check that each child has found the required page.

t

ACER Early Sghool Series: Pronouns Test Directions for Administration. Copyright © ACER 1981
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Item3 ~ They are lookmg atTv. ° L
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!t'en_i 5

Item 6

—iy

~ Put your marker under the next row.

" Say:

.

" Put a cross on that picture.

She has roller skates: ,
Make a crogs on that picture. ‘

“The boy sees them. l
Put a cross on that picture. -« |

Put your marker under the next rov).

Check that alf children have placed thelr markers
under item 7.

e -

He is walking.

Jtem 8

Item 11

f-.

A

P |

. = book over. Have a rest now.

. Put your marker under the bottom row of

plctures

It is their blrthday © T

" Put a cross on that picture

Turn the page. Fold over the book. -
This page has three stars at the top. .

\

Put your marker under the first row of plctures

Check ‘that all children have positioned their
markers correctly.

Say:

We like icecream.

Put a cross on that picture.

Put your marker under the next row.

it’s wheel has gone. ’ |
Make-a cross on that picture. -

‘Put your marker under the laist row of'pictures.

His baiiocr: is big. ! -

Put a crose on that picture.

Put your pencil down and turn your

=]

ACER Earty Schoot Senes. P Test Directions for Administration. Copyright & ACER 1981
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o

i

Collect the test booklets as soon as the last item has been completed

[
A

Scoring’ (Maxxmum score: 11) © .

Score one point for each correct item. Possible scores for each item are one
1) ang zero (0). Zero (0) is given for items in which an incorrect picture,
no picture, or more than one picture has been crossed, For an item in
~which one correct and one or more incorrect plctures were marked, zgro
(0) points are given. : }

During scoring, place a tick (\/ ) for each correct item in the appropnate
boxes provided for this purpose in the right-hand margin.

Record the total number of correct responses where mdlcated on the
front of the test booklet. : . -

- o~ N -
i [y

L

!

i
!
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) EXPLANATORY NOTE = '
This test forms part of the! ACER Early School Series, a set of diagt'f’()fstic ‘
o and screening instrumenls designed to provide teachers working with
-~ school beginners with a variety of approaches for the‘garly identification of
K - certain abilities and deve}opmental needs of individual children.

| All tests in the series are specifically designed to be-used by teachers.
This decision is based on the premise that the classroom teacher plays the
key role in the early identification of children who may be at risk for
learning handicaps or other school problems. It is hoped that these tests
may complement other ways of assessment and the teacher’s judgment, in
identifying children who may require more individual attention to develop
their learning potertial. . . -

The planning of classroom activity needs to take into consideration not
| only the individual differcnces between children in one beginners grade,
but also the considerable differences which are frequently found, within
one and the same child with respect to the development of language and

- other skills, personal experience, knowledge, and other resources.
The ACER -Early School Series is aimed at identifying levels the child
-~ has reached by providing a standardized assessment through tasks which

are based on regular classroom activity and which, through minimal -

- interruption to. the teaching prégram, may aid in adjusting instruction to
.~ the individual child’s abilities and needs. & |
' i

| This booklet contains general and detailed directions for the
adminisiration of the Prepositions Test.

Other tests contained in the series are:
- . Auditory Discrimination Test - ) :
S Figure Formation Test . : -
-t . Number Test
) _ Recogpition of Initial Consonant Sounds Test
' Word Knowledge Test
. Receptive-Language Skills
Comprehension Test
. Negation Test
Pronouns Test
Verb Tense Test
Early Identification and Intervention: A Handbook for Teachers and School
Counsellors is common to all 10 tests, and contains information concerning
the rationale of the tests, their use and interpretation, and details
pertaining to their development. _. . “
ki ACER Early School Series. Prepositions Test Direct ‘_‘l/oo' Administration. Copyright ¢ ACER 1981 )
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. GENERALDIRECTIONS FOR -

ADMINISTRATION .
Advance Plannmg oo ‘J
To ensure that the results of testing are as valid and reliable as possible, it B
is suggested that teachers familiarize themselves with the following
instructions during the planning stage some time before the day of testing:
1 TFamiliarize yourself with Earl entification and Intervention: A -
Handbook for Teachers and School Counsellors, with the test tooklets,
and wrth'tﬁe Detalleerrrectrons for Administration contained in this

.

booklet. -

2 Ensure that sufficient’test booklets are available,-including a few extra
~ copies for emergencies.
-3 Prior to the day of testing, enter the child’s name and other details
: required on the front of each test booklet:-

4 Have available a sufficient supply of crayons or pencrls and markers for
each child.

5 Havc-available a box of tissues. -

6 "Children should be tested in small groups of no more than eight
“children. If at all possible no more than five children should be tested '
at once.

7 Attempt to obtain the help of another teacher as assrstant for the days

+ of testing.

8 Arrange place for testmg

9 Ensure that you are not dlsturbed while you are admmlstermg a test.

On the Day of Testing
1 Have this booklet open at the pages giving the detailed directions.
2 Provide yourself with an unused test booklet for the test you are about
to administer. This is essential as you are required to refer to the test
booklet to demonstrate during the reading of the detailed instructions.
A.useful technique for the administration of the tests may be to hold
the test booklet open at the appropriate page so that it faces the
1 children. Place your copy of the. Directions in such a way that you can
read ‘the directions and at the 'same time point to the appropriate
section on the test booklet sQ | that the children can-see exactly what
you are referring to.
~ 3 Have available paper a:. crl fgr yourself in case it is necessary for
you to make notes. .
4 See that the'tables or desks used during the testmg are cleared.
S Arrange seating in such a way as to avoid copying.
ACER Early School Senes. Prepost Test. Direct for Ad C_gpynght' ACER 1981

g frare

224

200

Pl




6"

7

8

] T . v'_

'\Arrz_mge for all children to be tested to visit the toilet just before the
startofthetest.* |, .+ ' )
Lay out a test booklet, crayon and marker for each child. A |

Check the names on each test booklet to ensure that each child has the
correct booklet. . .- ~

N ' ' (

. « i

During Testing ' ‘ .

1

W

L

Make every éffort to maintain.a manner and classroom atmosphere |
which are as nalgal as possible. ’

Minimize distraction during the test. '

Read the directions for each item €xactly as printed. |
During the ggdministration of practice and example items. {tharked by ﬁg
letters in the directions) spend as much time-as neces$ary to rgake sure

that each child understands what is required. It is important thatieach

child approaches the test items with confidence. .

In the case of test items (numbered items) do not give any help 2
beyond reading and demonstrating the instructions as printed.

Scoring — General Rules - A

1

2
3

Do not try to score the test without using the Score Key. The Key is
provided to make the scoring objective, quick, and accurate.

Example items and preliminary exercises are nqt to be scored. !
Record the number of points scored in the margin next to each item.

Afte\r the test has been-marked, place the total score after ‘Number of
correct items’ on the front of each test booklet. .

4 Allscoring should be re-checked to ensure maximum accuracy.
5 Follow the specific directions given for scoring this test.
6 Much time is saved and the likelihood of errors is reduced if a single
test is scored for the entire class at one time.
-~ ’ .
E] \ _ - -
/’- . . L [y l . ) 1 . t \
" »
i
~
ACER Early School Serles. Preposi: Test. Directions for Administration. Copyright © ACER 1981. &;
4

201




Matenals required: Each child should have a test booklet a cardboard

DETAILED DIRECTIONS FOR
ADMINISTRATION -

marker (size 12.5 cm x 20 cm, 5" x 8") ‘and a crayon
or pencil.

To admlmster the test follow the dnrecuons as given below. It is essential
that each item be sead exactly as printed. Distribute the test booklets,
pencils, and markers, makmg sure that each child receives the booklet
_with his or her name on'it.

Practice
item A

Wait unnl\the children are ready to begin.
Say: . .

Open your book.

Fold back the-page. (demonstrat")

This page has one star at the top.

Demonstrate and help those children who are ﬁndmg the
task difficult.

Point to the cat at the top of the page.

Say: .
Here is Sooty the cat. Y, !
He'is having fun.

He does a lot of things.

We are going to play a game with Sooty.

Put your marker under the first row of pictures,

like this. (demonstrate)

| will tell you what Sooty does, and

| want you to put a cross (x) like this

(demonstrate on the board or sample booklet)

on the picture which shows what | say.

Now listen carefully. : ‘ - d

LN

_ The cat is on the chair.

Put a cross on that picture.

Check that all children have placed a cross on the

correct picture, and assist those children who are\

finding the task difficult. \ F
Wait until all children have understood the fask.

ACER Early S

foot Secies. Prep Tost Desctions for Administration. Copyright'® ACER 1981. 3
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s .« Say 3 ' ,
‘ ‘ _ Yes, Sooty is on the chair in this picture. !
R (demonstrate by holding up the test booklet ¥
) ' and by marking the correct picture)

s 3 Proceed to Practice nem B o -
' . Say: - -
o . Practice Now put your marker under the next row. )
o item B The cat is jumping over the fence. ~
STCEN Put a cross on that picture.
- - e Again check that all-children jave marked the correct

E - - . picture. Give hel;” where needed. -

Note: From this pomt on, no further help should be given
w:gg the test items. Repeat each item only once unless thel’p
is a gross distraction which might prevent the child from
) hearing accurately, e.g. a person entering the room, public
~-...address announcements, etc.

\‘ i ' . - ,5;::;"4

. b
! l gssenual that each item is read exactly as printed. -

\ 4 ou wnII work. by yourself
I a not going to hélp you any more.
Listen carefully and gut a cross on the
ngh plcture -

re

S Wait until all children Qj dy to proceed .
Say: )

- \ Item 1 Put your marker Lhder thei\\t row.

PR The cat is up the tree G
Put a cross on that picture .

» \."‘

.

DR " Now turn the book over. _
' ' _ This is page two. LY
P a It has two stars at the top. . ’
o (point to the stars) T &5

Check that eathlgoo‘k\s open at the page with two stars‘at the top.
‘3

e - ry
ACER Schoot Senes. A T“LI': “'\ UW‘MWW‘ACERINL \
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Item 9

|

* Say:-

:Put your marker under the next row N ¢

Put your marker under the top rfow. ‘ i
The cat is jumping throtigh the window. - ) 2ot
Put a crgss oa that picture. 1 - <.

Put your marker under the next row. S

. «Thecat is next to the fire.

Put acrass on that picture. . ' . o

7 -

The cat is outside the-house.
Put a cross on that picture.

_Put your marker under the next row.
The cat is behind the tree.
Put a cross on that picture.

Turn the page. - \
Fold yeur book. (demonstrate)
This page has three stars at the top

Make sure that each child has the correct page.
Say: o
Put your marker under the top row. ¢

The cat is Between the boxes. , |
Put a cross on that picture. = .

Put your marker under the next row. . i
The cat is beside the blocks. g
Put a cross on that picture.

4 A
,Put your marker underthe next row. -
.The cat is with the dog. T oo
Put a cross.on-that picture.

_-Put your marker under the next row.
*The cat runs after the mouse.

Put a cross on that picture. ‘ . :
That's all about Sooty. ’ )
Put your pencils down and close your books .-
Have a little rest now. ;

Collect the test booklets as soon as the.last xtem has been completed.
~ ACER Earty Schoo! Senes. Prep Tutf‘ ;l for A ist Copynght ¢ ACER 1981
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. | ' B .
Scormg (Maxxmum score: 9)
Score one point for each correct-item. Possible scores for each 1tem areone -
, (1) and zero (0). Zero (0) is given for items in which an incorrect picture; |
‘. no picture, or more than one picture has been crossed. For an item i1 °*

- e R e e e

. “which one correct and one or more mcorrect plctures were marked zero
: (0) points are given.
- During scoring, place a tick {v) for each correct item in the appropriate
boxes provided for this purpose in the right-hand margin.
Record the total number of correct responses where mdlcated on the
front of the test booklet.
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EXPLAN“ATO’RY NOTE ¢

This test forms part of the ACER Early Scnool Series, a set of dlagnostic'

sgd screening instruments designed to provide teachers working with
hool beginners with a varlety of approaches for the early identification of
certain abilities and developmental needs-of-individual children.—

All tests.in the series are specnﬁcally designed to be used by teachers.
This decision is based on the premise that the classroom teacher plays the
key role in the early identification of childrer who Jnay be at risk for
learning handlcaps or other school pr Jplems. It is hope\l that these tests
may complement other ways of dssessment and the teacher s judgment, in
identifying children who may require more mdwndual attention to develop
their learning potential.

The plannlng of classroom activity needs to take into con51derat|on not

i

Fas

N _only the ‘individual differences between children in one beginners %rade,

but also 'the considerable differences which are frequently found within

< one and the same child with respect to the development of language and
o other skills, personal experience, knowledge, and other resources.

The ACER Early Schoot Series is aimed at idenfifying tevels the child——
has reached by providing a standardized assessment through tasks which
are based on regular classroom activity and which, through minimal
interruption to the teaching program, may aid in acljustmg mstrucuon to
the individual child’s abilities and needs. \

a “ C
This . booklet contalns general and detalled dlrecuons for  the
administration of the Figure Formation Test.

"O.aer tests contained in the series are: N

Auditory Discrimination Tesi * %
» Number Test N -t
Recognition of Initial Consonant Sounds Test
; w, Word Knowledge Test N T
-e T Receptive Language Skills : ¥
Comprehension Test ' ‘ :
s - Negation Test, . -
| Prepositions Test* 3. b
Provouns Test -
. Verb Tenge [Test
l;'arly Identification’' and Intervenuon A Handboof( Sfor Teachers and School
Colinsellors.is common to all 10 tests, and contains infermation concerning
- the, rationale of the tests, their use and interpretation, and details
N per?aining to their development.
o ACER Early School Serles, Fguro Formation Tast Duocbons for Administiation, Copyright ¢ ACER 1981
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GENERAL DIRECTIONS FOR
i  ADMINISTRATION

3

Advance Planning .

To ensure that the results of testing are as valid and reliable as possible, it

is—suggested. that _teachefs_familiarize thcms»flves with the following

instructions during the planning stage some time before the day of testing™

1 Familiarize yourself with Early Identification and Intervention: A
Handbook for Teachers and School Counsellors, with the test booklets,
and with the Detailed Directions for Administratibn contained in this
booklet. o

2 Ensure that sufficient test booklets are available, including a few extra
copies for emergencies. .. .

3 Prior to the day of testing, enter the child’s name and other details

{  required on the front of each test booklet. ‘

4 Have available a sufficiént supply of crayons dr pencils and markers for
each child. - .

5 Have available a box of tissues.

children. If at all possible no more than five children should be tested
p at once. .- )
7 Attempt to obtain the help of another teacher as assistant for the days
of testing. ' ’
_ 8 Arrange place for testing.
9 Ensure that you are not disturbed while you are administering a test

— On the Day of Testing

1 Have this booklet open at the pages giving the detailed directions )

2 Provide yourself with an unused test booklet for the test you are about
to administer. This is essential as ybu are required to refer to the test
booklet to demonstrate during the reading of the detailed instructions.

A useful technique for the administration of the tests ray be to hold

the test booklet open at the appropriate page so that it faces the
children. Place your copy of the Directjons in such a way that you can
read the directions and at the same time point to, the appropriate
section on the test booklet, so that the children can, see exactly what
you are referring to. .

3 Have available paper and pencil for yourself in case it is necessary for
you to make notes.

4 See that the tat.es or desks used during the testing are cleared.

.5 . Arrangeé seating in such a way as to avoid copying.
ACER Early School Senes. Figure Formation Yest' Directions Jor Admimistration. Copynght ¢ ACER 1981
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6 Arrange for all children to be tested to visit the tonlet JUSI before .1e
start of the test. !

7 Lay out a test booklet, crayon and marker for each child.

8 Check the names on each test booklet to ensure that each child has the

——correct booklet v

i
3 i)
TN During Testing - l _
f 1 Make every effort to maintain a manner and classroom atmosphege _.

-~

= -.._..which are as natural as possible. ‘ . ""‘
* 2 Minimize distraction during the test. —|-
3+ Read the directions for each item exactly as printed.
4 Durmg the administration of practice and example ftems (marked by
g letters in the directions) spend as much time as necessary to make sure
that each child understands what is required. It is important that each
child approaches the test items with confidence. .
5 In theé case of test items (numbered items) do. not give any help
beyond re .ding and demonstrating the instructions as printed. i l \

Scoring — General Rules
1 Do not try to score the test without using the Score Key The Key is
* provided to make the scoring objective, quick, and accurate.

2 Example items and preliminary exercises are not to be scored.
3 , Record the number of points scored in the margin next to each item.”
. After the test has been marked, place the total score after ‘Number of

correct items’ on the front of each test booklet.

4  Allscoring should be re-checked to ensure maximum accuracy.

5 Follow the specific directions given for scoring this test.

| 2‘ Much time is saved and the likelihood of errors is redmed if a single
test is scored for the entire class at one time. X

~

ACER Early Schoot Senes. Figure F Tpst Dwections for Administration Copyright ¢ ACER 1981
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DETAILED DIRECTIONS FOR
ADMINISTRATION |

' Matenals requlred Each chlld should have a test booklet and a crayon or

pencil.

To administer the test follow the directions exactly as given here. After
each item, wait until all children have finished.

Piace a test booklet in front of each child so that the front page is face up.
Make sure that eath child has the necessary test materials. Wait unti! all-
children are ready to begin, then hold up the test booklet and say to the

Open your books at page one.

i This is the page which has one star at the top.

Point to the star at the top of the page. Wait until all
children have turned t6 the correct page.
Say: : )

which make up the boat.

Look at the boat carefully, then look at the parts
Now put ajcross on all the parts which are needed
tc make up the boat.

Wait until all children have finished. Then check that each
child has crossed out the correct pdfts.. Assrst children who
have been unable to cross out the correct parts.

Say:

Turn the page to page two.

K

" Thisis the page which has two stars atthetop.

Point to the stars at the top of the page. Wait untll al!
children have turned;to the correct page.

Say:

On this page we have a-truck and underneath it many
parts which make up'the truck. |

Look at the truck carefully, then look atthe parts. .
Now put a cross on all the parts which are needed to
make up the truck.

Wait until all children have finished.

ACER Early Schoo! Senes. Frgure Formation Test Duectons fot-Ad an. Copyright ¢ ACER 1981
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Item 2
TEAPOT

Item 4
CHURCH

ACER Ear‘y Sehool Senes. Figure Formation Test Disections for Administration. Cooyright © ACER 1981
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" Say:

Turn the page over to the next picture. .
This is the page which has three stars at the top.

Point to the stars at the top of the page. Wait until all

<hildren-have turned-to the correct page. .
| Say:
On this page we have a teapot and underneath it many e

parts which make up the teapot. |
Look-atthe teapot carefully, then look at the parts.
Now put a cross on all the parts which are needed to
make up the teapot. -

- Wait until all children have finished.

Say:
Turn to the next page.
This is the page which tias four stars at the top.

~

Point to the stars at the top of the page. Wait untilall__ — ———
children have turned to the correct page. ’

" Say:

On this page we have a rabot and underneath it many
__parts which make up the robot.
Look at the robot carefully, then look at the parts.
Now put across on alithe parts which are neededto  ~
make uptherobot:~__ | : I

- Wait until all children have finished. - . ‘
Say: - L
Turn the page over to the next picture. -
This is the page which has ﬂve stars atthetop.

“Point to the stars at the top of the page. Wait until all -
children have turned to the correct page.
Say: '
On this page we have a church and underneath it many
parts which make up the church.
Look at the church carefully, then ook at the parts.
Now put a cross on all the parts which are needed to
makeup the church. ;
1

Wait until all children have finished.

Say: .
Now put down your crayons and turn over your books
very quickly. ’ , /.

-
%
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. Collect the test booklets.as soon as the last item has been completed.

Scormg (Maximum score _4)____.__._. —~ S
Score one point for each correctly completed ltem i.e. achild canreceive a
score of zero (0) of one (1) for-each item.

Place a tick ( v/) near the bottom corner of each correct item. The child’s’
total score for this test is the sum of completely correct items.

Record the total score wh;a‘re indicated on the front of the test bouklet.

Number of  Number of

dorrect - incorrect Maximum
Item . parts parts’ score
Ex. BOAT 4 2 not scored
1 TRUCK | 4 2 1
2 " TEAPOT 4 2 ]
"3 ROBOT 6 3 ' 1
4 _CHURCH 4 2 | 1

d
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Number Test

Directions for Administration
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Helga A.H. Rowe =

Other items in the ACER Early School Series are:
: Test Booklets .
Score Keys ' -

Early Identification and Intervention:
A Handbook for T eachers and School Caunsellors

-Copyright © ACER 1981
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EXPLANATORY NOTE

. . i | :
*This test forms part of the ACER Early School Series, a sct of diagnostic
and screening instruments designed to provide teachers working with
school heginners with a variety of approaches for the early identification of
certain abilities and_developmental needs of individual children.
All tests in the series are specifically designed to be used by teachers.
This decision is based on the premise that the classroom teacher plays the .
-key role in" the early identification of children who may be at risk for -
learning handicaps or other school probiems. It is hoped that these tests
may complement other ways of'assessment and the teacher’s judgment, in
identifying children who may require more individual attention to.develop
their learning potential. : L .
The planning of classroom activity needs to-take into consideration not
only the.individual differences between children in one beginners grade,

but also the considerable differences which ire frequently found within

one and the same child with respect to' the development of language and

other skills, personal experience, knowledge, and other resources. . ‘
The ACER-Early School Series is aimed at identifying levels the child \

has reached by providing a stafidardized assessment through tasks which

are based on ‘regular classroom activity and which, through minimal

interruption_to the teaching program, may aid in adjusting instruction te

the indiv‘ndugl child{s gbilities and needs. -

This booklet contains general and detailed directions for the

administration of the Number Test. ’

Other tests contained-in the series are:

Figure Formation Test 3 /O z
Auditory Discrimination Test oy o e A
Recognition of Initial Consonant Sounds Test 4 ‘

Word Knowledge Test )
Receptive Language Skills
Comprehension Test
»  Negation Test ¥
Prepositions Test
Pronouns Test
Verb Tense Test . -
_ Early Identification and Intervention: A Hgndbook for Teachers and School
. Counsellors is common to all 10 tests, and contains information concerning
‘the rationale of the tests, their use.and interpretation, and details
pertaining to their development. ‘

ACER Early School Series. Number Test Directions for Adminisiration. Copyright © ACER 1981
&




4

-

-»

GEVERAIL DIRECTIONS FOR
' ADMINISTRATION ,

ES

Advance Planning . S T

» To ensure that the results of testing are as valid and reliable as possible, it
is suggested that teachers familiarize themselves with the following
instructions durmg the planning stage some time before the day of testing:

.!"

AL s W N

‘8
9

Famnhanze yourself with Early Idem(ﬁcauon and Intervention: A

Handbook for Teachers and School Counsellors, with the,test booklets,

and with the Detalled Directions for Admnmstratnon contained in this
booklet. .

Ensure that sufficient test booklets are avallable including a few extra
copies for emergencies.

Prior to th} day of testing, enter the cI'nld’s name and other detail§
required on the front of each test booklet. . , -

Have available a sufficient supply of crayons or pencils and markers for

each child. .

.Have available a box of tissues. - - \

Children should be tested in small groups of no mote than eight
children..If at all possible no more than five children should be wested
at once. -

Attempt to obtain the help of another teacher as assistant for the days

of testing.. o,
Arrange place for testmg Ty

I -

Ensure that you are not dnsturbed whlle you are admlm stering a test.

On the Day of Testing

1
2

3

4
5

Have this booklet open at the pages giving the ‘detailed dnrectnons
Provide yourself with an unused test booklet for the test you are about
to administer. Thns is essential as you are requlred to refer to the test
booklet to demonstrate during the reading of the detailed instructians.
A useful technique for the administration of the tests may be to hold
the test booklet open at the appropriate page ) that it faces the

" children. Place your copy of the Directions in such a way that you can

read the directions and at the same time pognt to the appropriate
section on the test booklet; so that _the: children can see exactly what
you are referring to..

Have available paper and pencil for yourself i in case it is necessar,' for
you to make notes.

See that tthe tables or desks used during the testmg are cleared

Arrange seating in such a way asto avoid copymg *,
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6 " Arrange for all children 16 be tested to vrsrt the toilet jUSt before the
" "start of the test.
7 “Layouta test booklet, crayon and marker for each Shrld. .
8 Check the names on each test booj(let to ensure thateach child has the
. correct booklet g ‘ . )

Durmg Testmg ’ . ——
Make every effort to maintain a manner “and classroom atmosphere
which are as natural as possible. . ) 3

2 Minimize distraction during the test. & .

-3 Read the directions for each item exactly as pri Ted o

4 Durmg the administration of practice and mple items (marked by
letters in the directions) spend as mu e a3 necessary to make sure
that each child understands what is required. It is important that each

. - child approaches the test items with confidepcé.

5 In the case of test items (numbered items) do not give any help
beyond reading and demonstratmg the instructions as printed.

Scoring — General-Rules = : - " S

1 Do_not try to score the test without usmg the Score Key Thé’ Key is
provided to make the scoring objectlve' quigk, and accurate.

2 Example items and preliminary exercrses are not to be scored. o
3 Record the number of points scored,in the margin next to each item. -
After the test has been marked, place the total score after ‘Number of
vorrect items’ on the front of each test booklet.* |
All scoring should be re-checked to ensure fnaximum accuracy. f
5 . Follow the specrﬂc directions given for scofing thrs test. ‘
6 Much time is saved and the likeliho errors is reduced if a single

. testis scored for the entige.class at gie time.

30 i
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DETAILED DIRECTIONS FOR
~ ADMINISTRATION .

Matenals required: Each child should have a test booklet a cardboard
o marke¥ (size 12.5 cm x 20 cm, 5" x 8")anda crayon
h " or pencil. . e

zTo admlmster the test follow th irections exactly as given here. After
each item, wait until all chlldren %ve finished before preceeding to the
next item. —_—
To make’sure that each child i 1s able to produce a ‘stick’ (vertrcal line) of
the appropriate size, three boxes for practice purposes have,been provided
-on the back ?de of the test booklet.

Placer% test booklet in front of each child so that the practice boxes are
 face up. The largest box should be’onthe .left Mak sure that each child
-has the necessary test materials. ~ "’? .

s e
©oo.oay.
. A Today | want to see how wellty can count. ) i
"~ BALLS Put down your crayon and count’these little SR
.+ balls. , |
Draw three balls (¢ ® 0) on the blackboard ; -
- Say:
How many balls did | draw'7 (pause for response) - <
Yes, there are three balls. . 2
\-5 'Pomt to each ball in turn ]
- Sa - ¢ S
- ' One two, three — there are three balls on.the
. blackboard So 'we make three sticks in this box /
: ’ Hold up test boor\!et and- demonstrate
l
. Now: pick up your crayons .and make three sticks .

e in your frrst box — one stick for each ‘ball. \

Make sure that each chtld has placed three strcks in the,
- largest box. Assist those children who have not recorded
. \ the three strcks correctly.
. Say: o
Now;-put down your crayons.
. A(;ER Early Sct:sool S‘ones Nuryb_el,l'est. Directions for Administration. Copyright © ACER 1081,
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B . While drawing two ircles €0°0)-6n the blackboard,
CIRCLES  say; v . S
Nolv count these circles. 3 i

How many cir(fles did | draw?
‘ Pause for response. 3 : ‘ ’ ;"
/ l *Say: - b oL .

: Yes,twocircles : % oL

Hold up the test booklet and ’vﬁ?le drawing two strcks in the
‘middle box,
- - say: )
=~ .. There are two circles on the blackboard.
. So you make two.sti¢ks in the box.

Now pick up your crayon and in the-middie
box make as many sticks as-there are circles.
One stuqk for each circle..

-

- » l

~Allow chnldren time to finish this task, then check each
.. child’s, work and assist those children- who have not

’reqorded the two sticks correctly= i .
Say: &) ’
Now put down your crayons and watch what: N
| do.
c - While drawmg seven Crosses (x XXXXXX) on the
blackboard: -
CROSSES ° Say: .
L Count these crosses and in the last box make

as many sticks as there are crosses. -
One stick for each cross. Pick up your -
crayon and do it now. )

Pause until most chllgiren have finished this task, then,*
pointing to each cross in tum, . L,
say:

- One, two, three, four, ﬂve, six, seven — L
there are seven crosses on the blackboard. it

So we make seven sticks in this box. '

Hold up-the test booklet and demonstrate. Check each .
child’s work and assist those children who. have not ,
. recorded the seven sticks correctly. '
ACER Early School Series. Number Test. Directions for Administration. Copyrighi © ACER 1881. -

-




Say: .
Now, put down your crayons and, turn your

" books over. (pause) Open your books 10 -

' page éne. Fold back the empty page. (demonstrate)
There is one star at the top of this page.

N

Hold up test booklet and point to the star at the top of the
page. - L.
Say:

. From now on | want you to work very quietly,
all. by yourself

Say:
Example Put your marker under the row of dogs
DOGS like this. (demonstrate)
Count the dogs silently in you? head.
, Don't tell anyone how many there are.
) Keep it a secret. Put your finger on
thé box next to the dogs . '

-

.

- Hold up test booklet and pomt to the correct box.
Say:
Pick up your crayon, and in this box make !
‘as many sticks as there are dogs.
One stick for each dog. . ’

4 - Check each child’s work and assist those ch:fdren who
: have not recorded the four sticks correctly.
Say: ‘
Turn the page to page 2. This is the page
_which has two stars at the top. Fold back -
your book.

¥

Point to the stars at the top of the page. Wait
until all children have turned to the correct page
and folded their books. _ )

' . Say:
Item 1 Now put ysur marker under the row of PLANES. *
PLANES (demonstrate) -
‘ Put your finger on the box next to the PLANES.
© (denionstrate)
" In this box make one stick for eachPLANE

Wait until all children have finished.

~ACEREWWS¢MNUMTM(DWHMMMW('ACERI*L
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Jtem 2
HOUSES

\
|

i
i

Item 4
TRU"CKS

F

Item §
CARS

1

ACER Early School Series. Numi
¥
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Say: ‘

Now put your marker under the row of HOUSES.
(demonstrate)

Put your finger on the box next to the HOUSES.
(demonstrate) ‘

In this box make one stick for each HOUSE.

%ﬂntl all chnldr’en have ﬁmshed
' Say:
. Turn the book over to-page 3

. This is the page wh|ch has three_stars
| at the top. T~

\\

\Pomt to the stars at the top of the page. Wait until

\all children have turned to the correct page.
Say:

- “Now put your marker under the rdw of .

PILES OF MONEY. (demonstrate)
,Put your finger on the box next to the

a PILES OF MONEY.

In this box make one stick for each |
PILE OF MONEY. K |

Watt until all children have finished.
Say:
Now put your marker under the row of TRUCKS.
(demonstrate)
Put your fmger on the box next to the TRUCKS.
monstrate
hls box make one stick for each TRUCK

?lt untnl all children have ﬁmshed.
Turn th\e page over to page 4. o
This is the page which has four stars at
.the|top. Fold over your book. ;

"Point to the stars at the top of the-page. Wait untll

all ¢children have turned to the correct page
Say: \

\L put your mar{(er under the row of CARS
(detnonstrate)
Putiyour fmger on the box next to the CARS.
(demonstrate)
in this box!make one stick for each CAR.

Test. Dnroctione for Administration. Copyright © ACER 1981. -

Ly
'\) 8. 222

-




—te
1

. Wait until all children ha;re,ﬁnished. -
Say: , ' ‘
.Item 6 Now put your marker under the row of MEN. R
,  MEN (demonstrate) - - ' ,'
. ¥ . . Putyour finger on,the box next to:the MEN. '
" (demonstrate) '

In this box make one stick for each MAN.

Wait until all children have finished.
Say: . ] - .

Turn over your. book. This is page 5.
This page has five stars at the top.

- Point to the stars at the top of the page. Wait untii
all children have turned to the correct page.

.o ‘ Say: | L
Item7 _  Now put your marker under the row of
PAIRS OF  PAIRS OF SHOES. (demonstrate) : -
SHOES Put your finger on the box next to the

PAIRS OF SHOES. (demonstrate)
In this box make one stick for each
- ?AlR OF SHOE{S.

I Wait until all children have finished.
I Say: ,

Item 8 Now put your marker under the row of
GROUPS OF . GROUPS OF LADIES. (demonstrate)
LADIES Put your finger on the box next to the

GROUPS OF LADIES. (demonstrate)

In this box make one stick for'each
-GROUP OF LADIES.

Wait urtil all children have finished.
_Say: :

Put your cgayons down and close your
' books very quickly. o e

e

Collect the booklets as soon as the final item has been completed.

’

>

ACER Earty School Geries. Number Test Directions for Administration. Copyright © ACER 1981.
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Score one point for each correctly-completed item. i.e. a child can receive a

scove of zero (0) or one (1) for each item.

Plac2 a (v) near the answer box for each correct item. The child’s total
score for ihic test is the-sum of correct items.

Record fhe total score where indicated on the front of the test booklet. -

~

Answer Key , T N -
. " Correct numher ,

Item .of sticks Score
Ex. dogs 4 \ not scored
1 rpianes S 1
2  houses 6 1
3 piles of money 7 ¢ 1
4  trucks ) "8 1
5 cars ) 9 1
6 men ) . 11 1 s
7  pairs of shoes -5 1 2
8 groups of ladies 4 R

Note: Count *sticks” which_have been placed outside the answer box as part of the child’s response
“only if they are in the vicinity of the box provided for the item.
The child who has completed an item by placing one stick above or below each house, plane, etc.
does not receive credit for this item unless the answer box also contains the correct number of
sticks. : ) - .

&

. [ - * . ’
ACER Early School Serles. Number Test Dkogﬁons for Administration. Copyright ¢ ACER 1981,
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Recogmtlon of Initial Consonant
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Directions for Administration
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Other items in the ACER Early Schrol Series are:
Test Booklets ’
Score Keys
Early Identification and Intervention: .
A Handbook for Teachers and School Counsellors
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This test forms part of the ACER Early School Series, a set of diagnostic
and screening instruments designed to provide teachers working with
school beginners with a variety of approaches for the early identiﬁcggioq of
certain-abilities and developmental needs of individual children. ~

All tests in the serigs arg specifically designed to be used by teachers.
This decision is based on the premise that the classroom teacher plays the
key role in the early identification of children who may be at risk for
learning handicaps or other schoo} problems. It is hoped that these tests
may complement other ways of assessment and the teacher’s judgment, in
identifying children who may require more individual attention to develop
their learning potential. .

The planning of classroom activity needs to take into consideration not
only the individual differences between children in one beginners grade,
but also the considerable differences which are frequently found within

one and the same child with respect to the developmant of language and -

other skills, personal experience, knowledge, and other resouyces. ,

The ACER Early School Series is aimed at identifying levels the child
has reached by providing a standardized assessment througﬁ tasks which
are based on regular classroom activity and which, through minimal
interruption to the teach’ag program, may aid in adjusting instruction to
the individual child’s abilities and needs.

This booklet contains general and detailed directions for the
administration of the Recognition of Initial Consonant Sounds Test.

Other tes's contained in the series are:
Figure Formation Test -
Number Test
Auditory Discrimination Test
Word Knowledge
‘Recepfive Language Skills 1
[ Comprehension Test *= . i
. Negation Test T s
Prepositions Test ‘ .
. Prenouns Test ,
Verb Tense Test v
Early Identificaiivn and Intervention: A Handbook for Teachers and School
Counsellors is common to all 10 tests, and contains information concerning
the rationale -of the tests, their use and interpretation, and details

" pertaining to their development. - )
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GENERAL DIRECTIONS FOR°
| ADMINISTRATION

" ~Advance Planning -
To ensure that the results of testmg are,as valid and reliable as possible, it '
i$ suggested that teachers famlllarlze* themselves with the following
instructions durmg the planning stage some timg before the day of testing:

‘1 Familiarize yourself with Early Identification and Intervention: A
Handbook for Teachers and School Counsellors, with the test booklets;
L‘""f*““‘amd"wnh the Detalled Directions for Admlmstratwn contained in this
booklet. —_
2 Ensure that sufﬁcnem test booklets are available, mcludmg a few extra T
* copies for emergencies.
Prior to the day of testing, enter the child’s name and other detalls
required on the front of each test booklet.
Have available a sufficient supply of crayons or pencils and markers for
each child. . .
Have available a box of tissues.
Children should be tested in small groups of no more than elght
childrén. If at all possible no more than five children shouid bv tested
at once. * . I
Attempt to obtain the help of another teacher as assistant for the days
of testing. : T
8 Arrange place for testing. - ,
9 E?sure that you are not dlsturbed while you are administering a test.
\

On the Day of Testing ' ‘ .
1 Have this booklet open'at the pages glvmg the detailed directions.
. 2 Provide yourself with an unused test booklet for the fest you are about
to administer. This is essential-as you are required to refer to the test
book!et to demonstrate during the reading of the detailed instructions. .

A useful technique for the administration of the tests may be to hold
the test booklet open at the appropriate ‘page so that it faces the
children. Place your copy of the Directions i in uch a way that you can
read the dlrecuons and at the same time pon t to the appropriate
section omjthe test booklet, so that the chxldren an see exactly what
,you are referring to. -
3 Have available paper and pencil for yourself in case it\is necessary for
you to make notes. \
4 Seethat the tables or desks used during the testmg are cleared )
5. Arrange seatmg in such a way as to avoid copying. .
i ACER Early School Senes. Recognition of Initial C ¢ Sounds Test Directions for Admn:stration. Copyright & ACER 1981 .
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Arrange for all thldren to be tested to visit the tonlet just before the
start of the test. ;
Lay out a test booklet, crayon and marker for each child. !

.Check the names on each test booklet to ensure that each ch:ld has the

corréct booklet:

@

‘During Testing

Make every effort to maintain a manner and classroom atmosphere
which are as natural as pbssible.

Minimize distraction during the test. - -

Read the directions for each item exactly as printed.

During the administration of practice and example jtems (marked by
letters in the directions) spend as much time-as necessary to make sure
that each child understands what is required. It is important that each
child approaches the test items with confidence.

5 In the case of test items (numbered items) do not give any help
Wreadmg and d'emonstratmg the instructions as printed.

[y

Scoring — General Rules

Do not try to score the test without using the Score Xey. The Key is
provided to make the scoring objectnve quick, and accurate.

Example items and preliminary exercises are not to be scored.

Record the number of points scored in the margin next to each item.
After the.test has been marked, place the total score after ‘Number of
correct items’ on the front of each test booklet.

All scoring should be re-checked to ensure maximum accuracy.

Follow the specnﬁc directions given for scoring this test.

Much time is saved and the likelihood of errors is reduced if a single

test lS scored for the entire class at one time.

‘v

”~

-~ -
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'DETAILED DIRECTIONS FOR
n ADMINISTRATION
;;aterills require;d: Each child should have a test booklet, a cardboard

marker (size 12.5 cm x 20 cm, 5" x 8”), and a
crayon. '

To administer the test follow the directions exactly as given here. The test

" may be given in one session or broken up and given in two or three

sessions. If the test is to be administered in sections over a number of

_ days, administer Preliminary Exercise 1 and the Example Item 1 at the
- beginning of each testing session and then proceed to the item following

the one which was administered-last.
Do not elaborate on the pictures of the test items. Make sure there is no

“interfering noise. Speak clearly and distinctly. Do not repeat any stimulus -

word unless you have made an error. Wait after eath item until all
children ‘have finished. .
Throughout this test give only the letter SOUND of the initial

. “consonant. Do not use letter names. .

Place a test booklet in front of each child so that the front page is face up.
Make sure that each child has the necessary test materials. Wait until all
children are ready to begin. b

) Say:

Preliminary Put your marker under your first row of pictures, -
exercise 1 . like this. (demonstrate) (pause)
BALL Put your finger on each picture as | say its name:

.BOOK BALL ...BOOK ... BOAT ... BEAR. ~

BOAT _They all start with ©’. |
BEAR (sound the letter, do not use the letter-name)
' - Say ‘D', (let children say it)
- -Close-your lips tightly, now open them and say ‘b’.
et (let children say it)
-1 Listen again for the ‘b’ as | say the words.
. BALL (pause), BOOK (pause), BOAT (pause), B
° - BEAR (pause). ' -

/- Point to each picture again and say its name after me:
/ . BAi.Ls (pause), BOOK (pause), BOAT (pause),
BEAR (pause). y :
/ . These words all start with ‘b.. "
/ Say ‘b’ :

ACER Early Schaol Sesies. Aecognition of initial Conm‘onl Sounds Test Directions for Administration. Copyright ¢ ACER 1981
v » LN " >

oah
1

-
. . .
L. ~

s
230




-

Example °

BONE
TENT

. BAG

MAP

Item 1

Say P - :

Now put your marker under the next row of picturés
like this. (demonstrate)

Point to each picture.  ~ o

Say:

Put your finger on each picture as ! say its name:
BONE ...TENT ... BAG ... MAP. -

Now polnt to each picture again and say its'name
after me:, - .

. BONE (pause). TENT (pause), BAG (pause),
MAP (pause).
" Do-any words start with ‘b’. (pause for response) . PR

Yes, BONE and-BAG start with 'b’.
Point to BONE and say BONE.
Point to BAG and say BAG. .
Put a cross on BONE and a cross on BAG. because they
start with ‘b

Like this. (demonstrate)

Check that-each child has crossed out the correct pictures

o

and assist those children who have not. Then proceed to -

Item 1.

Say:

From now on we are gomg to keep our crosses a
secret.

Don't let anyone see where you put your crosses.
Don't peep at anyone's book. {

Now put your marker. under the next row of p|ctures,
like this. (demonstrate)

>

Point to each picture. BTN
Say: )
Put your finger on each picture as | say its name:

TELEPHONE TELEPHONE ... BIRD ... DOG ... BIKE. -

BIRD
DOG
BIKE

Now point to each picture again and say its name
after me:

TELEPHONE (pause), BIRD (pause). DOG (pause),
BIKE (pauze).

Put a cross on the pictures that start with ‘' i
Now remember, it's a secret. .

{‘.Valt until alt chilgren have ﬁn{shed. -

Say: .

Turn the page te page 2. ° 7
This is the page whiLn has two stars at the top.

ACER Eatly School Series. Recogniton.of Inftiel C Sounds Test Directions for Administration. Copynight © ACER 1961,
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reliminary
©_exercise 2
FLAG
L FRUIT
-. . FLOWER
5 'FOQT -

(m]

- QPreliminary
exercise 3
MAN '
MAT

MUG
MARBLES

oo

Ttem3 °
MOON
HOUSE
TREE

MlL

* like this. (demonstrate)

.
mﬁsw?aws«m:‘-", "

-

»

. Point to the stars at the top of the page. Wait until all

children have turned.to the correct page.  °
Sa} ., - : ’
Put your marker under
like this. (demoristrate) ,
Put your finger on each picture ds | say its name:
FLAG ...FRUIT ... FLOWER ... FOOT.

They all start with ‘. . )

(sound the letter, do not,use the letter-name) \

Now point to each picfure and say its name after me:

your first row of pictures,

.FLAG (pause), FRUIT (pause), FLOWER (pa.qse),

FOOT (pause).

EN

" They all start with 7. : -

Now put your-marker under the nggi row of pictures, -

- o .
Put your:finger on"each picture as | say its name; s
FIRE ...FISH ... KITE... NEST. V

. Now point to each picture and say its name after me:
* FIRE (pause), FISH (pause), KITE (pause), "~
NEST (pause). : 4

Put a cross on the pictures thalstart with . -~ -~
Remember, it's a secrét. : .

-~

Wait until all children have finished.
Say:- : ; ‘
Put y&ur marker under the next row of pictures,

 like this. (demonstrate)

Put your finger on each picture as | say its name: .
MAN ... MAT ... MUG ... MARBLES.

They all start with ‘m’, . - :

Now point to each picture 2nd say its name after me:
MAN (pause), MAT (pause); MUG (pause),

MARBLES (pause).” - ~

They all start with ‘m’.

Say: .

Now put your marker under the next raw of pictures,
like this. (demonbtrate) :

. Put your finger on each picture as | say its hame: °

MOON ... HOUSE ... TREE ... MILK.

Now poin? to each pigture and say its name after me:
MOON. (pause), HOUSE " (pause), TREE (pause),

MILK: (pause). .o

But a cross on the pictures that start with ‘m’.

of Inttel C 1 Sounds Test Drechons for Adminustration, Copytight ¢ ACER 1981 ~
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Wait until all children have ﬁmshed

-mo- Say: . - ) ; ’ . .
Preliminary Put yolr marker under the next row cf pictures, - ¢
exercise 4  Jike this: (demonstrate) -

LAMR Put your finger on éach picture as | say its name:
- LETTUCE LAMB...LETTUCE. LIGHT ..LOLLY." .

LIGHT They all start with ‘I’. - -

| LOLLY Now point to each plcture and say its name after me

o .. . . LAMB (pause), LETTUCE- (pause) LIGHT (pause)

| N ~ LOLLY (pause). ]

- ' They all start with ‘1.

. Say: . ,

Item 4 Now put your marker under the next row of pictures,

| - .DRESS like this. (demonstrate)

- .HAND + Put your finger on each picture as®| say its name:

. * LION DRESS ...HAND ...LION .. . LADDER. .

LADDER® Now point to each picture and say its name after me:
B y DRESS (pause), HAND (pause) LION (pause)
B - LADDER (pause). .
i . Put a cross on the pictures that start with .

. Say: . .

—-— _* Turn your Ibook over to page 3.,
- :»\ . - This is the page which has three stars at the top
Point to the stars at the top of the page. Wait untll all

T ' children have turned to the correct page.
- " hl ‘ Say:*

/'\ e Wait until. all chlldren,have finished..

Prehmmary Put your marker under the fnrst row of pictures,” ;
exercise 5 like this. (demonstrate)
JAIL Put your finger on each picture as | say its name:
JEEP JAIL ... JEEP...JAR. JEANQ S
JAR They aII start wnth PR Y
JEANS Now point to each picture and say’ lts name after me: /
. ) JAIL (pause), JEEP (pause), JAR (pause), ,
’ JEANS (pause). . . /
. They all start with . {
‘ 7 3 . -' * , /{‘ :
. - AN
4 v / f‘}
L . ' . /
ACER Early Schoot Series. Recognition of Imitial Consonant Sout)ds Test Directions for Administration. Copynight © ACER 1981.
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) Ttem5 - Now put your marker under the next row of pictures,

MOUSE like this. (demonstrate)
JUG - Put your finger on each picture as | say its name:

- TABLE MOUSE ...JUG ... TABLE ... JELLY.

JELLY - Now' point to each picture and say its name after me:
. " MOUSE (pause), JUG (pause), TABLE (pause) ‘
JELLY (pause).
Put a cross on the pictures that start with J.
Remember, it's a secret. 5

When all children have finished, . /
iwl : say:
Preliminary Put your marker under the nexLLow,ot. pictures.
_ exercise 6  like this. (demonstrate) = N
WATER . Put your finger on each picture as | say its hame:
*WEB . WATER ... WEB ... WASHING ... WALL.

WASHING They all start with w'.
WALL Now point to each picture and say its name after me:
‘ WATER (pause), WEB (pause), WASHING (pause)
WALL (pause).
They all start with.‘'w".

© tem6 ' Now put your marker under the next row of pictures,
- WATCH “ like this. (demonstrate)
SAW Put your.finger on each picture as | say its name:

" Ishl say:

BASKET" WATCH ... SAW ... BASKET ... WINDOW.
WINDOW Now point {o each picture and say its name after me:
g * WATCH (pause), SAW (pase), BASKET (pause)
. WINDOW (pause).
Put a cross on the pictures that start wrth w'.

,‘_)

When all childrery fave ﬁniShed,

Preliminary Put your marker under the next row of pictures,
exercise 7 like this. (demonstrate)

SHELF Put your inger on each picture as | say its hame:
SHELL SHELF /.. SHELL ... SHOVEL .. SHIRT

- ._"SHOVEL  They il start with-'sh’. -

~

- SHIRT

(produce sounds; do not use letter-names)

w point to each picture and say its name after me:
HELF, (pause), SHELL (pause), SHOVEL (pause),
SHIRT (pause). i
They all start with ‘sh'.

ACER Esrly School Series. Recogniticn of Initial Consonant Sounds Test Directions for Administration. Copyright © ACER 1981
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Item7 °  Now’put your marker under the next row of pictures,
SHOE . like this. (demonstrate)
- MATCH Put your finger on each picture as | say |ts name
FORK ' SHOE ... MATCH ...FORK ... SHIP.

SHIF : Now ponnt to each picture and say its name after me:
. SHOE (pause), MATCH (pause) FORK (pause),
SHIP (pause). ~
Put a cross on the pictures that start with ‘sh’.
Remember, it's a secret.

‘Wait until all children have; finished.

_ Say: >

* Turn the page over to page 4.’ :

- Fold your book back.

’ _-This is the page Whieh'nas four stars at-the top—_ _

Point to the stars at the ttgp of the page. Wait until all -
children have turned to the correct page.

ldl Say:
Preliminary Put your marker under the first row of pictures,
exercise 8 like this. (demonstrate) |

DONKE¥ Put your finger on each picture as | say its name 4

DRINK DONKEY ...DRINK ... DESK ... DINNER.

- DESK They alil start with ‘d'

DINNER Now poirit tp each picture and say its name after me:
DONKEY (pause),.DRINK (pause), DESK (pause)
DINNER (pause).
They.all start with ‘d".

" Say:
Item 8 Now put your marker under the next row of plctures
CHAIR like this. (demonstrate) .
DUCK Put your finger on each picture as | say its name
{ DOLL . CHAIR ...DUCK ... DOLL ... KITTEN.
lKITTEN Now ponnt to each ptcture and say its name after me\
A

. CHAIR (pause), DUCK (pause) DOLL (pause)
KITTEN (pause).
\ Put a cross on the pictures that start with ‘d’.

" ACER Early School Senes. Recognition of Initial C: t Sounds Test Directions for Ad ton, Copynght © ACER 1981
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When all children have ﬁmshed T s
(nl _say: v
Preliminary Put<'“ our marker under the nex’ row or pictures, .
exercise 9" like this. (demonstrat€) >
2, NEST Put your finger 6n each picture as | say its name:
NEEDLE NEST.... NEEDLE .. .NUT .. NOSE .
NUT -~ They aII start with ‘n’.
-~ NOSE (sound the letter,-do not u ‘e the letter-name) . L
Now point to each picture und say its name after me:
:NEST (pause), NEEDLE (pause), NUT (pause)
5 NOSE (pause). ‘ . ' .
‘ They all start with * n. - . "l o :
- &
Item9 - Now put your marker under the next row of pictures.
SUN ' like this. (demonstrate) -
NAIL Put your finger on each picture as | say its name
~ NET" . SUN. .’ NAIL ... NET ... PENCIL.
PENCIL - Now pomt to each picture and say its name after me:
& - +, SUN (pause), NAIL (pause), NET (pause), . ,
. PENCIL (pause). ;= - . i
> g Put a cross on the pictures that start with ‘n". _ #
! _ When all chrldren have finished, _
Mg say: - P
Preliminary “Put your marker under the next row of p|ctures. ) .
exercise 10 like this. (démonstrate) -
GLASS Put your finger on each picture as | say its name:-
~ GOAT . GLASS ...GOAT ... GUITAR ... GARDEN. - AN
GUlTAR They all start with * g. . - \
GARDEN  (sound the letter, do not use the letter-name)
‘ Now point to each picture and say its name after me: ',
GLASS, (pause), GOAT (pause), GUITAR (pause),
GARDEN (pause). * ) .
‘ They all start with ‘g’. -
Item 10 Now put your marker under the next row of pictures, \ -
GATE like this. (demonstrate) :
" KEY ' Putyour firiger on each picture as | say its name: -
ELEPHANT GATE...KEY ...ELEPHANT ...GUN. - \\ ;
~*-GUN Now point to each picture and say its name after me: . i
' GATE {(pause), KEY (pause) ELEPHANT (pause), , . .- \ .
GUN. (pause). - S -
Put a cross on the pictures that start with * g o
Remember, it's a seCret
ACER Early School Serier Recogmtion of Initial Ce Spundx Tnt D:roctionaiorAdmuﬁstntnon Copynoht‘iACER 1981
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[
Wait until all children have finished.. . .
Say:”
Tum the book over to page 5. ]
¢ This is the page which has five stars at the top.

Point to the stars at the top of the page. Wait until all

. children have turned to the correct page.
s, sl, sp, st] Say:
Preliminary Putyour market under the first row of pictures,

| © exercise 11  like this. (demonstrate) *

wt

.. _SOAP Put your finger on each picture as | say its name:
STEPS SOAP ...STEPS...SLIDE ... STAR. _
SLIDE" They all start with ‘s’
STAR. Now.point to each picture and say its name after me:.

SOAP (pause), STEPS (pause), SLIDE (pause),
STAR (pause).

s . “They all start with ‘s’
Item 11, Now put your marker under the next row of pictures,
BOX like this. (demonstrate) :
SPOON Put your finger on each picture as | say its name
* SOC BOX ;.. SPOON...SOCK...COAT. -
COA Now point to each picture and say its name after me:
BOX (pause), SPOON (pause) SOCK (pause)
K COAT (pause).

Put a cross on the pictures that start with ‘s’.

~ When until all children have finished,
Irl say: -
) Prelimmary Put your.marker under the next row of pictures,

" exercise 12, like this. (demonstrate)
« ROPE Put your finger on each picture as | say its name:
. RAKE "~ ROPE ... RAKE ... RING ... RADJO. .

RING . They all start with ‘r'
RADIO (sound the letter, do not use the letter-name)
Now point to each picture and say its name after me:
ROPE (pause), RAKE (pause), RING (pause) -
! RADIO (pause). L
- They all start with ‘r'.

.
w .
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Item 12 / Now put your marker under the next row of pictures,
HOOK like this. (demonstrate)
- CAR Put your finger on each picture as | say its name:
=" RABBIT HQOK ...CAR ... RABBIT ... ROSE.
ROSE Now pomt to each picture and say its name after me:
: HOOK (pause), CAR (pauss), RABBlT (pause),
ROSE; (pause).

Puta bross on thé pictures that start with'e,  TT——
f When all children have ﬁmshed . B
ipl say:
Preliminary Put your marker under the next row of pictures.
* exefcise 13 like this. (demonstrate) T

PANTS Put your finger on each picture as | say its name
PRAM PANTS ...PRAM ...PAN ... PIN.
- PAN They all start with ‘p’. .
PIN Now point to each picture and say its name after me: I
PANTS (pause), PRAM (pause), PAN (pause)
PIN {pause).
They all start with ‘p'. , -
Item 13 Now put your marker under the next row of pictures,
DRUM like this. (demonstrate) .
POT Put your finger on each picture as | say its name:’ !
PIPE DRUM...POT.. PIPE...CHAIR. .
CHAIR- Now point to each picture anc say its name after me: \
DRUM (pause), POT (pause), PlPE (pause), \
L CHAIR (pause). \
| - + Put a cross on the pictures that start with ‘p'. ‘\\
T When all children have finished, T N \
. \a S — N \
“Turn the page over 10 page-6

Fold your book back. \ -

This is the page which has six stars at the top. T

| “Point to the stars at the top of the page. Wait until all
* children have turned to the correct page.

’

ACER Earty School Serles. Recognition of Initial Consonant Sounds Tn_l.Dinctiom!orMminimuon.Coper'ACER 1081
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ey . - Say

Preliminary Put your marker under the first row of pictures,

exercise 14  like this. (demonstrate)

CROSS Put your finger on each picture as | say its name:

CAT CROSS ...CAT...COAT ...KETTLE. ~

COAT They all start with c.

KETTLE Now point #o each picture and say its name after me:

CROSS (pause), CAT (pause) COAT (pause),
KETTLE (pause).
They all start with.‘c’.

Item 14 Now put your marker under the next row of prctures.

COW like this. (demnonstrate) |

.PENCIL . Put your finger on each picture as | say its name:

BUCKET COW ...PENCIL ... BUCKET ... CART.

CART i Nowpoint to each picture and say its name after me:

COW (pause), PENCIL (pausc), BUCKET (pause)
CART (pause).
Put a cross on the pictures that start wrth c.

' Wait until all children have finished. .

. [hl Say: !
Preliminary Put your marker under the next row of pictures,
exercise 15 like this. (demonstrate)

HILLS Put your finger on each picture as | say its name:
HOUSE HILLS ...HOUSE ... HEN. 9 HAMMER.
HEN They all start with ‘h’
HAMMER Now point to each picture and say its name aftér me:
: HILLS (pause), HOUSE (pause), HEN (pause),
HAMMER (pause)
They all start with ‘R’
Item 15 Now put your marker under the next row cf pictures.
HAT like this. (demonstrate)
BED Put your finger on each picture as | say its name:
HORSE HAT ...BED-... HORSE ... FEATHER.
FEATHER Now point to each picture and say its name after meg
o HAT (pause), BED (pause), HORSE (pause),
FEATHER (pause)
Put a cross on the pictures that start with ‘h'.
ACER Early Scho.oiSemsF gnitron of Instial C: t Sounds Test Directions for Adminisiraton, Copyright © ACER 1981
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When all children have finished,

Ivl - 'say:

Preliminary Put your marker under the next row ot pictures,
exercise 16: like this. (demonstrate)

'VEGE- |

TABLES } Put your finger on each picture as | say its name:
VAN VEGETABLES ... VAN ... VEST-... VISITOR. }
VEST They all start with 'v'.

VISITOR Now point to each picture and say its name after me

VEGETABLES (pause), VAN (pause), VEST (pause),

VISITOR (pause). , o i
They all start with ‘v'. .,

Item 16 Now put your marker under the next row of pictures,
CROWN like this. (demonstrate) .
VACUUM  Put your tmger on each picture as | say its name:

BIRD - CROWN ...VACUUM ...BIRD ... VASE.
. VASE Now pomt to each picture and say its name after me:
CROWN (pause), VACUUM (pause), BIRD (pause),
VASE (pause). :

Put a cross on the pictures that start with ‘v'.

When all children have finished,

say:

Turn your book over to page 7.

This is;the page which has seven stars at the top.

! Point to the stars at the top of the page. Wait until all
: children have turned to the correct page

1 Say:
Preliminary Put your marker under the first row of prctures
exercise 17 like this. (demonstrate) .

- TIN Put your finger on each picture as | say its riame:
TV TIN...TV...TENNIS ... TIGER.
TENNIS They aII start with ‘t'.
TIGER Now point to each picture and say its name after me: 7
) TIN (pause), TV (pause), TENNIS (pause)
. / TIGER (pause).
S They all start with ‘t'.

~
%

.
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° Item 17 Now put your marker under the next row of pictures,
3 ) DOG like this. (demonstrate) , .
AR ‘ LOAF _Put your finger on each picture as | say its name:

TRUCK  DOG...LOAF.., TRUCK ... TOOTHBRUSH.

BRUSH Now point to aach picture and say its name after me:
) DOG (pause), LOAF (pause), TRUCK (pause),
TOOTHBRUSH (pause). .
: . . - Put a cross on the pictures that start with ‘.
%y - Remember, it's a secret.

- Wait until all children have finished.
Say: : N

. Now put down your crayons and close your books very
quickly. . .

*" Collect the test booklets as'soon as the last item has been completed.
Scoring (Maximum score: 17) .
If the test is administered in more than one session, leave the scoring until
the whole test-has been completed. —~
Score one point for each correct item. Possible points for each item are
one (1) or zero (0).- A
Zero (0) is given for items in which either one or more wrong pictures,
all pictures or no pictures have been crossed. For an item in -which one
correct and one incorrect picture are<rossed, zero' (0) points are given.
During scoring, record points in the box provided for each item in the
right-hand margin. Record the totai number of “correct items where

indicated on the front of the test booklet. -

.Page Iiem
t Exsmple bone tent bag map
] 1{ telephone bird . dog bike
2 .y fire fish , kite * nest
. -3 moon - house . tree- © milk
4 dress . sand ° ,  lion ladder
3 5 ' mouse . jug * table jelly
. 6 watch saw basket window
' . 7 -shoe match fork - ship
.4 © 8 ' chair duck doli kitten
'9 ‘ sun nail net ~pencit
10 gate key elephant gun
5 1. . box . spoon + sock coat
12 =~ hook car - rabbit rose
’ 13 drum pot pipe chair
6 14 2OW pencil  ..——-bucket| cart
15 hat _bed horse feather
16 crown vacuum bird vase
7 17 dog foaf truck toothbrush

b
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EXPLANATORY NOTE
This test forms part of the ACER Early School Series, a set of.diagnostic
and screening instrumentg designed to. provide teachers working with v
school beginners with a varietyof apptnaches for the early |dent|ﬁcat|on of
certain abilities and developmentalmeeds of individual children. i

All tests in the Series are spemﬁ;ally designed tc be used by teachers.
.This decision is based on the premise that the classroom teacher plays the
key role in the early identification of children’ who may be at risk for
learning handicaps.or other school problems. It is hoped that these tests
may complement other ways of assessment and the teacher’s judgment, in
identifying children who may require more individual attenuon to develop
their learning potential.- ... -

The planning of classroom activity needs to take into consideration not
only the individual differences between children in one beginners ‘grade,
but also the considerable differences which are frequently found within
one and the same child with respect to the development of language and

other skills, personal experience, knowledge, and other resources.
The ACER Early School Series is aimed at identifying levels the child

» has reached by providing a standardized assessment through tasks which

are based on regular classroom activity and which, through minimal.
interruption to the teachmg program, may aid in adjustmg instruction to
the mdlwdixal child’s abilities and needs.
Thls booklet contains general and| detailed directions for the
* administration of the Auditory Discriminafion Test. v
Other tests contained in‘_the series are:
Figure Formation Test .
Number Test ~° -
- Recognition of Initial-Consenant Sounds Test
Word Knowledge Test .
Receptive Language Skills -
Comprehensioh Test
Negation Test . Lt . .
Prepositions Test ) , . »
Pronouns Test - ’
Verb Tense Test -.
Early Identification and Intervention: A Handbook for Teachers and Schooi
Counsellors is common to all 10 tests, and contains information concerning
"the rationale of the tests, their use and interprétation, -and details
pertaining to their development.

- -

+ ACER Esrly School Seciea. Auditory Discrimination Test Directions for Adminisﬁm‘o_n Copyright © ACER 1981,
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' GENERALDIRECTIONS FOR,
" ADMINISTRATION

. Advarice Planning _ . : .
To ensure that the results og testing are as valid and reliable as possible, it
is suggested that teachers' familiarize themselves with the following
instructions during the planning stage some time before the day of testing:

| Familiarize yourself with \Early . Identification Intervention: A
Handbook for Teachers and chool Counsellors, ith the test booklets,
and with the Detailed Directions for Adminisyfation contained in this

_ booklet. N - .

2 Ensure that sufficient test booklets are available, including few extr.

‘ -copies for emergencies. . - T
‘3 Prior to the-day of testing, enter the child’s name and other details
required on the front of each test booklet. -

4 Have available a sufficient sipply. of crayons or pencils and markers for
each child. e < .

. 5§ Have available a box of tissues. - ‘ o

6 ~ Children should be tested in small groups of no more than eight
children. If at all possible no,more than five children should be tested
at.bnge. ] . : , .

7 Attemét tg obtain the help of another teacher as assistant for the days
of testing? ‘ ‘ 7

8 Arrange place for testing. ’ , ..

9 Ensure jhat you are not diiklrbed while you are édminist.e‘r}l\{a test.

On the ‘Day’of Testing .o ’

'l Have (tiais booklet open at the pages giving the detailed directions.
+2  Provi yourself with an unused test booklet for the'test you are about
- to administes. This is essential as you are required to refer to the test
booklet to demgnsttaie during the-reading of the detailed instructions.
A useful technique for the administratiop of the tests may be to hold
the test booklet .open at the.appropriate page so that it faces the
_ - children. Place your copy‘of the Directions in such a way that you can
read the directions and at the sdme time point to the appropriate
-section on'the test booklet, so that the children can see exactly what

.

youarereferringto. = . . \
3 Have available paper and pencil for yourself.in case it is necessary for
you to make notes. .

4 See that the tables or desks used during the testing are cleared.
5 Arrange seating in Such away asto avoigjopying.
AQ,ER_EW" h Sonu Auditory Discrini b’c;r.Tost. ections for Admi
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6 Arrange,for all children to be tested to visit the toilet just before the’
start of the test. \

7 Layoutatest booklet, crayon and mafke for éach child. - ‘.
8 Check the names on each test booklet to ensure that each chxld has the
correct booklet. ‘ \\ .
. A \ .
During Testmg . \ -

1 Make every effort to mamtam a manner and classroom atmosphere
which are as natural as possible. ‘e

2 -Minimize distraction during the test. . \

3 Read the directions for each item exactly as printed.

4 During the administration of practice and exam le items (marked by
letters in the directions) spend as much time as necessary to make sure
‘that each child understands what is required. It is important that each
child approaches the test items with confidence. ‘

5 In the case of test items (numbered items) do not give any help
beyond reading-and demonstra;mg the mstructrons as, prmted

Scormg — General Rules ~ i

1 Do not try to score the test without using the Score Key. The Key is
provided to maloe the scoring objectxve, quick, and accurate. -

"\ 2- Example items and preliminary exercises are not to be scared.

3 'Record the number of pomts scored in the margin next to each item.

After the test has been marked, place the total scose.after ‘Number of

correct items’ on the front of 2ach test booklet.

Allscoring should be re-checked to ensure maximum accuracy.

Follow the specx dxrectxons given for scoring. this test. .

Much time is saved and the’ hlgelrhood of errors is reduced if a smgle

.testf is scored for the entire.class at-one time. .

.

(= WP,
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§ . - i
. DETAILED DIRECTIONS FOR-
- ADMINISTRATION : }
Materials required: Each child should have a test booklet, a cardboél}d
. marker (size 12.5 cm x 20 cm, 5" x 8") apd a crayon
. i _or pencil. A
. ! ’
To ad;ﬁinistgr the test follow the directions exactly as given here. The test

. .

l
§ _

_may be given in one session or broken up and given in two or three

.. sessions._If the test is to be administered in sections over a number of

- days, admin

. .
ACER Early Schoot Series. Auditory.D ation Test. Direct for Ad t Copyright ¢ ACER 1981

p

ister the three example items (A, B, €) at the beginning of
each testing session and then proceed to the item following the one which
was administered last. . . . .

Do not elaborate on the, pictures of the test items. Make sure that there
is no interfering noise. Speak clearly and distinctly. Do not repeat any
stimulus word urless you have made an error. .

Place a test booklet in front af each child so that the front page is face up.

* .- Make sure that.each child has the hecessary test materials. Wait until ail
‘children are ready to begim. " ‘

e H

«

E]
rd

Say: - -

Today we are gqing to work with pictures.

In each row there are two pictures to choose from.

You must listen very carefully as  say the name of the s
picture I want you to put a cross on. )

P

.
S .

s ~
., %

Example A ( Put ydur marker u-ndér., the first row of pictures like
MOUSE « this. (d@monstrate)

3

-

.7

Here we have 4 picture of a HOUSE and a picture of a
~ MOUSE. - : \ '
L Fipd the MOUSE.  ° : L
‘ V‘Xth your crayon put a cross on the picture ‘of the
MOUSE. ‘
(demonstrate)

v

\ .
A\
\
\
\
\\___‘,_1




Make sure that each child has put a cross on the correct

[ (plcture Assist children who have not put a cross on the

, . plcture of the MOUSE. _, /ﬁg

O ) - ‘ { : j.’,, 7

- Example B - Say q : : /’ g

y . < COOK Put your marker under the next row of plctures

S - : ,(demonstrate)
e - "~ Here is a picture of a BQOK anda picture of a COOK. ©/
e Ly \ Find the COOK. '
i Put a cross on the picture of the COOK.

R . T

‘& e
S . . Assist children who h /ve not put a cross on the correct
IR . _picture. - 7 e

: \\\Example C - Say: . é

. HAT ] :Put your marker under the next row of pictures.

b , “—Here we have a puctﬁre of a HAT and a picture of a-MAT.

.t A - Puta cross on the HAT. s

. ‘ - : ; £

Assist children who have not put a cross on the correct

L picture. Repeat all example items until you-believe each
(’ child cleeirly understands the instructions.

! . Say
\‘ Turn'the page over to page 2. Fold your book back:
( . _This is the page which has two stars at the top.
L ‘ ,
o

Point to the-_st’rs at the top—of the page. Wait until all
: ' children have turned to the correct page. 4

" A%
b
H "
. \
' - x\ . e .
-l e
O
,’ i
R A/
1 i/ -
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Say:

-say:

A
N

. g
o
-
. "

<. Say: . L

Put your.marker.under-the top row.- .
Notice the triangle (2) at the beginning and at : ~

", the end of the row. (pause) KEY, BEE.

Find the BEE. Put a cross on the BEE.

Y
-

Wait until all chilhren have finished.

.

/’ .
Put your marker under the next row.
Notice the star () at the beginning and at the end
of the row. (pause) SOAP, ROPE. :
Find the SOAP. Put a cross on the SOAP. .o

Check that markers are in the correct position.

[

When all children have finished, Lo
say: = -
Put your marker under\the next row.

Notice the square (1) at the beginning and at the .

end of the row. (pause) BED, BELL.  ~

Find BED. Put a cross on BED. \

When all children l;\ave finished, . o \

Put your marker under the next row. ;
Notice that there is a dot (e) at the beginning %
and at the end of the row. \

Place your marker in such a way that you can see two
dots and wo pictures in that row. (pause) CAT, BAT.

Put a cross on the BAT.

Twe

Test Duactions for Administration. Copynght ¢ ACER 1981
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When all children have finished,

say:
Item § Put your marxer under the next row.
+ SAUCE + Notice the cross (+) at the beginning and at the . °
: end of the row. (pause) HORSE, SAUCE. )
Put a cross on SAUCE.. :
R A\

S . When all children have finished,
say. 1

Item 6 Put your marker under the next row. '

«PUZZLE+, Notice the star (s) at the beginning and at the
end of the row. (pause) PUDDLE, PUZZLE.
Put'a cross on PU;ZLE.

- -

When all children have ﬁnist{ed,

say: )

Turn the book over to page 3. v
This is the page which has three-stars at the top.

. Point to the stars at the top of the page. Wait until all’
children hive turned to the correct page.

Say:
Item 7 Put your marker under the top row .-
OTREEO . Notice the circle (O) at the beginning and at the
: end of the row. (pause) TRAY, TREE.
Find TREE. Put a cross on TREE.

/

Wait until all children have finished.
N Say: .
Item § * Put your marker under the next row.
o SHIPA . Notice the triangle (4) at the beginning and at the
end of the row. (pause) SHIP, SHOP.
Find SHIP. Put a cross on SHIP.

ACER Early Schoot Series. Auditory Discrimmnation Test Directions for Administration. Copyright ¢ ACER 1981 -
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M When all childrerf have finished,
? ™ ‘ . Say /
ltem} Put your marker under the next row. .
| s FEATHER e Notice the dot (e) at the beginning and at the end

’ of the row. (pause) FEATHER, FATHER. '
. “‘Put a cross on FEATHER. ,’

RN

¥y

When all children have ﬁmshed

say: —
Item 10. Put your marker underthe next row.
OSEE SAWO Notice the square () at the beginning and at the
~ . end of the row. (pause) SEE SAW, SEA SHORE. .
Put a cross on SEE SAW. . . !

When all children have finished,
.. . say:
Item 11 Put your marker under the next TOW.
«FISH:  Notice the star (+) at the beginning and at the end
of the row. (pause) FISH, DISH.
Put a cross on the FISH. L

When all children have finished,

say:

Item 12 Put your marker under the next row.

ABELL A Notice the triangle (») af the beginning and at the
' end of the row. (pause) BELL, SHELL
Put a cross on the BELL.

LY

When all the children have finished,

say:

Turn the page over to page 4. Fold your book back.
v This is the page which has four stars at the top

) " Point to.the stars at the top of the page. Wait udtll hll
chlldren have turned to the correct page. \
. \

\.
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OCLOCKO

" OMONEYO

A ROCK.A

®PLANE®

+ GRASS ~

Say: : X
Put your marker under the top row.

Notice the circle (0) at the beginning and at the end"
of the row. (pause) CLOCK, BLOCK.

-Find the CLOCK. Put a cross on the QLOCK.

When all chlldren have ﬁmshed
say.,
Put your marker under the next row.

Notice the square (3) at the beginmng and at the end

of theé row. (pause) BUNNY, MONEY.
Put a cross on MONEY

.

When all children have finished,

say:

Put your marker under the next row.

Notice the triangle (&) at the beginning and at the
_ end of the row. (pause) ROCK, SOCK. :

" Put a cross on the ROCK. _ .

-

When all children have finished,
say:

Put your marker under the next row.

Notice the dot (®) at the beginning and at the
end of the row. (pause) PLATE, PLANE.

Put a cross on the PLANE.

When all children have finished,

say:

Put your marker under the next row.

Notice the cross (+) at the beginning and at the
end of the row. (pause) GLLASS, GRASS.

Put a cross on GRASS.

ACER Early School Series. Auditory D jon Test Directions for A tion. Copynight ¢ ACER 1981
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 Item 18 -
- #COTTON:

Item 19 -

A TOOTH 4y, Notice the triangle (2) at the beginning and at the
S % end of the row. (pause) TOOL, TOOTH.

Item 20 . A

_{When all children have finished, -
say: : .
Put your marker under the next row.
Notice the star («) at the beginning and at the
end of the row. (pause) KITTEN, COTTON.
Put a cross on.COTTON. q

‘ , N ¢:

When all children have finished,

say: ' .
Turn your book over to page 5. Thus page has

ﬂve stars at the top )

r

Point to the stars at the top of the page. Wait until all
children have turned to the correct -page. -

Say
..% Put your marker under the top row.

Find the TOOTH. Put a cross on the TOOTH -

When all children have ﬁnished, .
say:. -
Put your marker under the next row.

+ PLAY +  Notice the cross (+) at the “eginning and at the

- Item 21

APIG A

| ACER Earty Schoo Serjes. Aua.tory D

end of the row. (pause) PRAY, PLAY.
Put a cross on PLAY.

When all children have ﬁnished,

say: -

Put your marker under the next row.

Notice the triangle (2) at the beginning and at the
end of the row. (pause) PIG, PIN.

" Put a cross on PIG. . .

’ B
* ;
.

t1on Test. Direct
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2 v When all children have finished,

e, « say: R
g . Item 22 .. Put your marker undér the next row. \
o OaWEEPo Notice the circle (0) at the beginning and at the

- , * end of the row. (pause) SLEEP, SWEEP.

Find SWEEP, Put a cross on _SWEEP‘

When all children have finished,
.. say: :
Item 23 Put your marker under the next row.
+ SHEEP + Notice the cross (+) at the beginning and at the
end of the row. (pause) SHEEP, SHIP.
Put a cross on SHEEP.

e

When all children have finished,

] say:
‘. Item 24 Put your marker under the next row.
) : OTOED Notice the square (O) at the beginning and at the

end of the row. (pause) TOE, TWO.
Put a cross on TOE.

-« L
When all children have finished,-
say:

Turn your page over. Fold your book back.
~ This page has six stars at the top.

Point to the stars at the top of the page. Wait until all
‘children have turned to the correct page.

Say:
Item 25 Put your marker under the top row.
APEN A Notice the triangle (A) at the beginning and at the
end of the row. (pause) PEN, HEN.
r Find the PEN. Put a cross on the PEN.

|

- .
ACER Early School Series. Auditory D ton Test Direct for Admitustratior. Copyright © ACER 1981
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, " When all children have finished,

say.
4 Item 26 Put your marker under the next row.
+WASH: Notice the star () at the beginning and at the
" . ‘end of the row. (pause) WATCH, WASH
Put a cross on WASH.

PR i

When all chxldren have ﬁmshed :
. say: )
- Item 27 Put your ‘marker under the next row.
+ROOF + Notice the cross (+) at the beginning and at the
~_ -endof the row. (pause) ROOM, ROOF.
—~—Put a cross on ROOF. .

e o When all children have ﬁmshed
©° say:
Item 28 Put your marker under the next row.
‘OPETO Notice the circle (o) at the beginning and at the
vt end of the row. (pause) PET, PEN,
Flnd the PET Put a cross on PET

o When all children have finished,
: say:
Item 29 - Put your marker under the next row.

OFRUITO  Notice the square (0) at the beginning and at the
‘ i end of the row. (pause) FRUIT, FLUTE.
Put a cross on FRUIT.

. When all cAdren have fmished, o
, say: :
Item 30 Put your marker under the next row.

A STOOL A _ Notice the triangle (2) at the beginning and at the
) * . end of the row.(pause) SCHOOL, STOOL.
o —Find STOOL. Put a-cross-on STOOL

. When all children have ﬁmshed .

sayv:

Turn yaur book over to page 7. This page has seven
stars at the top.

-

i

|

l

?
-

Point to the stars at the top of the page. Wait until all

_ children have turned to the correct page.
ACER Early Schoot Secies. Auditory Discriminaton Test Diractions for Administration. Copyright © ACER 1981
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Item 313
+ PIN +

~

t

“Item 32 *
OPATHO

Item 33
sTOWNe

' Item 34

+ PEARL +

"Find PIN. Puta cross}?on-PlN.

. Say
. Put your marker under the top row.- .
Notice the cross (+) at the beginning and at the
end of the row. (pause) PIN, PEN. :

When all children have ﬁmshed - v
say: \

Put your marker under-the next row.

Notice the square (O (l) at the beginning and at the
end of the row. (pause) PARK, PATH.

Put a cross on the PATH. .

Wait until all children have finished.
Say:
Put your marker under the next row.

: Notice the dot () at the beginning and at the

end of the row. (pause) TOWN, TOWEL.
Put a cross:on TOWN. .

" When ;111 children have finished, )

say:

Put your marker under the next row. _
Notice the cross (+) at the beginning and at the
end of the row. (pause) GIRL, PEARL.

Put a cross on PEARL.

Wait until ali children have finished.
Say: -

Item 35 Put.your marker under the next row..
OMOUTHO Notice the 'square (0) at the beginning and at the
- end of the row. (pause) MOUTH, MOUSE.
. Puta cross on MOUTH

When all childrer? have finished,

say: | ° -
Item 36 Put your marker under the next:row.
A PEEL A  Notice the triangle (2) at the beginning and at the

end of the row. (pause) POOL, PEEL .

i Puta cross on PEEL.

ACER Early School Senies. Audrtory Discti o 100 Test Direct for Admunistration. CODYI‘!th‘kCERIQG!
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~When al! childrén have finished, o | \ )
_ say: ' : ’ ‘

Turn the page over to page 8. Fold your book back. \
D This page-has eight stars at the top. - TN

'Point': to .the"st;arsk at 4the'top of the_page. Wait until all _ 7
children have turned to the correct page. '1 A
Say: S L

. L7 g
“Ttem 37. Put your marker under the first row.
.~ ®KNOTe _Notice the dot (@) at the beginning and at the

end of the row. (pause) KNOT, NUT.
Find KNOT. Pdt a cross on KNOT.

. - When all children have finished, . .
- say: . n
Item 38 ° Put your marker under the next row. -
+BOARD+ Notice the cross (+) at the beginning and at the
‘ end of the row. (pause) BOARD, BALL. :
Put a cross on the BOARD. _ ‘

. e e o

When all children have finished,
) say: B . 6o -
Item 39 Put your marker under the next row.

oCAPO Notice the circle (O) at the beginning and at the

. end-of the row. (pause) CAP, CAT. . -~ o
' Put a cross on the CAP. . g

When all:children have finished, .
say: )

" Item 40 - Pui your marker under the next row. :

«FOUNTAIN: Notice the star (+) at the beginning and at the
end of the row. (pause) FOUNTAIN, MOUNTAIN. | -
Putia,cross on the FOUNTAIN; . .

6 ,
ey - R
Wheit alk children have finished,
. jsay: S -
“ "Now put down your crayons 'and close your books
very quickly. - - . ) B
1 T v * N - ) N 1 ;% -
. » + A ) \ !v\ ' - . N ’
Collect the booklets as soon as the last item has been completed.
ACEREfrIyScmoISerb&AudmtyDIscamim!ion Test. Disections for Admlnlw‘alionCobyriqhﬂACEBisai.
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Scoring (Maximum score: 40) | ‘
\ Ifthe test is administered in more than one sessnor{}
\ the whole test is completed. .
\ Do not score example items. 1 )
é Score one point for each correct item crossed, i.e. possnble pomts for:
i

leave the scoring until

i

ch itétn are zero (0), or one (1). Zéro (0) is given for itemsjn which
ither thdwrong pictures, both pxctufes, or nelther of the pictures has
n crosséd. . 1
uring scoring, record points in the nght—hand margin next to each
item. Record the total number of correct nems ,where indicated on the

he

front of the test booklet. . X :
Page\ Item . Pa‘ge Item
1 Ex. A house MousE 5| 19, tool" Jootir,
Ex. B book Took: 20\ pray play; -
Ex. Clratc mat 21! -pig= - pi
A ) 221 sleép 31@
2 1 key bee: 23 | Sheeps ship
2 soapc rope _ . 24 “teec /two
3 bed bell ~ . e
4 cat bat 6. 25 ‘g:ea:/‘i hen-
5 horse - Saucg  26.-watch . -wasir
6 puddle - puzzic | 27 \room" : reefs
. . , | 28 pen
3 7 - tray treec T 29 fewit flute
- 8 hipc shop “ 30- 'school Steet
9 Teamtirer  father \ '\
10 3easaw seashore 7 | 31 Jpin<’ pen
., 11 “fish dish’ . ‘\ 32 ]i_)::t’t path
_ 12 el shell | KX Wil towel
o, ) - L 34 giyl peart
"4 13 Tleck block | 35 Zmouth mouse
14 bunny money | 36 pool - -peek
15 reek: 3oek T
16 plate vlane 8 . 37 Tknetl nut
17 glass Brass 38 board ball .,
“18 Kitten ©  Totten 39 Tape ~cat -
C - , . 40 Jeym@in - mountain




_ - Word Knowledge

Name:

Date of Birth: o Today’s Date:
* Home Language: " Number of Correct ltems:
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